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ABSTRACT 
The role of the curriculum is to produce active students that can solve the problems of their 
society. Indigenous knowledge has been neglected as part of educational reform in Africa and 
this cannot continue as it reduces success, cognitive development and the academic 
achievements of students due to the cultural capital of the student not being taken into 
consideration. The African universities consist of African modules and programmes, however, 
these are not linked to African culture and realities.  
The purpose of this study was to determine the stakeholders’ views on indigenous culinary 
knowledge and the current culinary curriculum with a view to proposing a framework of 
recommendations, based on the findings, curriculum development and policy, in implementing 
indigenous culinary knowledge in the curriculum. This study investigated a sample of students 
and culinary lecturers in a higher education institution. It investigated the current culinary 
curriculum as well as student and lecturer perceptions in relation to indigenous culinary 
knowledge. It also investigated the aspects of indigenous knowledge that could be incorporated 
in the curriculum, as well as ways they could be incorporated. The participating culinary 
lecturers took part in open-ended interviews that were then transcribed and analysed. The 
students completed an online open-ended survey through their Blackboard Learning System. 
The qualitative data were analysed through contextualising the views from the students and 
lecturers and then grouped into the 10 dimensions of indigenous/traditional foods.  
The views of the stakeholders were generally positive. While the students indicated a lack of indigenous 
foods and knowledge in their current curriculum, the lecturers were able to acknowledge and 
recommend ways in which indigenous foods and knowledge could be incorporated into the skill-focused 
curriculum. The key respondents highlighted that there was not sufficient indigenous culinary 
knowledge in the current culinary curriculum due to the lack of knowledge on indigenous foods, limited 
access to food products and focus on the current structure of the curriculum. In relation to this, the study 
recommended a curriculum model that would include indigenous culinary knowledge in the current 
culinary curriculum, which would be reflective of the views of lecturers and students as stakeholders 
in curriculum development. The study proposed that future research should be undertaken to 
complement the current study, as well as to add to existing research on indigenous culinary knowledge 
in culinary curricula in South African higher education institutions. 
Key words: Culinary curriculum, higher education, indigenous 
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CHAPTER ONE 
INTRODUCTION AND BACKGROUND OF THE STUDY 
1.1 INTRODUCTION  
The recent wave of food sovereignty discourse in North America acknowledges the need to 
address indigenous organizing against the tactics of contemporary colonization. Prior to 
colonization, various seasonal foods and medicines were harvested from a thriving food system 
that managed to sustain its people until trades and treaties were introduced (Kamal, Linklater, 
Thompson, Dipple & Ithinto Mechisowin Committee, 2015:560). The manner in which global 
organisations such as the World Bank and Nuffic associated indigenous knowledge (IK) with 
the poor resulted in its marginalization. For example, Ocholla (2007:3) found on the World 
Bank’s website that IK is an asset to the poor; it is  their social capital and helps them survive, 
produce food and shelter and ensures control over their lives.  Lam and Xiao (2000:293) note 
that in the Chinese context it is unfortunate that when the translation of textbooks is done from 
foreign texts on Chinese cultures, values and contemporary issues are not taken into 
consideration. Knowledge gained by students may not be applicable to China's situation. Sadly, 
this is the case for many countries and not just China, therefore, there are gaps in education 
systems where students are not being taught about situations they deal with daily.  
The South African higher education curriculum is not accommodating of the African student 
and students have identified this gap in the South African education system. Concerns were 
raised by students during the #FeesMustFall protests about the curriculum in South African 
higher education. During the protests, important issues were raised by the students and one of 
their requests was free and decolonised education (Moosa, 2016: para 3). One aspect identified 
was how the curriculum has a European influence and not enough IK, which is rapidly gaining 
momentum. Morolo (2004:26) noted that there are concerns in pursuing engagement with 
indigenous knowledge systems (IKS). There is a clear need for indigenous culinary knowledge 
to be implemented at higher education institutions (HEIs), however, the argument is that IKS 
cannot adapt to new environments with technology taking the centre stage. Additionally, 
Morolo (2004:26) realised that ignorance is a result of the lack of information, knowledge and 
understanding, which then obstructs development. Castiano and Mkabela (2014) express their 
opinion that due to knowledge being instructive it consists of answers to ‘how-to’ questions. IK 
needs to be prioritised in the manner that it is used to reduce the isolation of knowledge holders 
and help indigenous communities to reach a stage of self-reliance and self-respect. 
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Barnett and Coate (2005, cited by van Wyk & Higgs, 2011:174) noted, “As universities 
compete for lucrative student populations, contemporary curricula are now guided increasingly 
by consumer demand.” The kind of skills and knowledge that the education system offers needs 
to be attractive to students whom intend to compete in the labour market. The government, 
industry, and students all have a greater say (directly or indirectly) in the types of curricula that 
universities offer. Van Wyk and Higgs (2011:174) seem inclined to the idea that the shifting of 
social values towards the marketplace reveals how the curriculum is a notion of consumption, 
which is perceived by some as the potential to empower students and transform higher 
education. Van Wyk and Higgs (2011:175) continue to explain that a critical element of 
reconstructing the higher education curriculum is by way of valuing IKS in the South African 
context refer to a body of knowledge embedded in African philosophical thinking and social 
practices that have evolved over thousands of years. To solve local and global problems more 
effectively, van Wyk and Higgs (2011:176) identify the aim of curriculum reconstruction as a 
platform to provide African IK its rightful place as a valid way of knowing as part of our 
knowledge systems.  
Moyo, Ngulube and Kazembe (2016:140) view knowledge about indigenous cuisine as a 
critical part of sustaining indigenous rural communities and as a key cultural emblem for 
national identity. Due to IKS being a representation of national heritage and a national resource, 
it is essential that its protection, promotion, development and conservation be prioritised. In 
addition, Hountondji (1997), Visvanathan (1997) and Hoppers (1999) insist that it is a resource 
that needs to be put at the service of the present and succeeding generations. There have been 
drastic changes in all aspects of our lives in relation to the way we live in the 21st century 
including IKS. There is a universal understanding according to Masipa and Jideani (2014:52), 
which highlights “the significance of knowledge for economic and social change in societies as 
well as scientific technological knowledge.” The preservation of the knowledge of the 
indigenous cuisines may be guaranteed within reasonable limits if the knowledge were to be 
codified and patented. Moyo et al. (2016:144) propose that since institutions like your libraries 
and archives should be adopting strategies that warrant the preservation of knowledge on 
cuisines since they have resources to document information on indigenous cuisines. Ngulube, 
Masuku and Sigauke (2011:266) promote the consolidation of all forms of IK into the archives 
as they represent oral records which can be used for various worthy reasons. Additionally, 
Ngulube et al. (2011:270) observe the preservation of knowledge about indigenous cuisine can 
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be ensured if the archivists collect, arrange, describe, communicate and preserve IK as other 
sources of historical evidence. 
Karim (2006, cited by Moyo et al., 2016:137) claims the cuisine of a country can showcase its 
cultural or national identity and has noted an increasing fear that there will be nothing to hold 
on to in terms of culture should we continue to not focus on the preservation and codification 
of indigenous cuisine. Moyo et al. (2016:147) observe that in South African HEI students are 
repeatedly being taught about the western ways of cooking and nothing if not very little with 
regards to indigenous culinary knowledge. An example of this is in the case of colleges and 
high schools where students have been exposed to cooking three courses or four courses 
westernised meals and there is nothing on indigenous cuisine. Interestingly, Fawzy (2019: para 
4) highlighted that all young chefs in South Africa need to take the City & Guilds exams which
is a globally recognised UK-based training curriculum. As a result, all culinary schools teach 
to accommodate the requirements of City & Guilds. Msila (2007:146) emphasises that 
education is unfailingly about identity formation. Msila (2007:151) goes on to explain that the 
purpose of a curriculum is to produce a lifelong learner that is “confident, independent, literate, 
numerate, multi-skilled, compassionate, with respect for the environment and the ability to 
participate in society as a critical and active citizen”. Therefore, this study aims to study the 
higher education culinary curriculum in relation to indigenous food knowledge in South Africa. 
The study focuses on HEIs that offer a culinary aspect as part of their qualification and how 
indigenous South African culinary knowledge informs future culinary curricula to ensure that 
the graduates are suitably qualified for the current food and beverage market. 
1.2 STUDY MOTIVATION AND PROBLEM UNDER INVESTIGATION 
South Africa has been a democratic country for just over 20 years now; however, the current 
higher education curriculum is not a reflection of the current democratic position of the country. 
Mbembe (2016, cited by Heleta, 2016: para 3) argues that there is something profoundly wrong 
when syllabuses designed to meet the needs of colonialism and apartheid continue well into the 
liberation era. As a result, South Africa has been experiencing #FeesMustFall protests. Heleta 
(2016: para 7) notes: 
South African students and a small number of progressive academics began a campaign in 
early 2015 to decolonise the curriculum at universities by ending the domination of western 
epistemological traditions, histories and figures.  
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Heleta adds that in higher education, the incorporation of other South African, African and 
global “perspectives, experiences [and] epistemologies” are the central tenants of the 
curriculum, teaching and research in the country.This study is a necessity, having being 
exposed to a highly Eurocentric culinary curriculum the gap between the content being taught 
in a formal space and the knowledge I have gathered from an informal set up at home is quite 
different.Higher education exposed me to food items and ingredints that I had never heard of 
before and there was also no expose given to anything that I had known prior to that. 
The lack of research on indigenous culinary knowledge within HEIs is the main reason for this 
study. Examining the perceptions of the academics that have specialised in indigenous cuisine, 
the students that are currently studying for qualifications, inclusive of culinary, as well as the 
industry players that are potential employers of the graduates, will assist the researcher to 
understand the importance of indigenous culinary knowledge and how it can ensure that the 
students are happy with the education they receive at their institutions. 
1.3 RESEARCH AIM AND OBJECTIVES  
The aim of the research is to explore the perceptions of stakeholders with regards to indigenous 
culinary knowledge in South African HEIs. The objectives of this study are to:  
• Explore the perceptions of lecturers and students in relation to the current indigenous culinary
curriculum;
• Explore how the current culinary curriculum promotes indigenous culinary knowledge;
• Propose a conceptual framework to inform the inclusion of indigenous culinary knowledge in the
culinary curriculum.
1.4 SIGNIFICANCE OF THE STUDY 
HEIs do not have an African identity in their teaching and learning, which has also been noted 
as something that is missing in the current culinary curriculum. In future, to ensure the higher 
education culinary curriculum is in touch with our food and culture, it needs to be explored as 
to how indigenous culinary knowledge can be preferenced. Masipa (2016: online) 
acknowledges that sustaining knowledge of people’s cultures is critical in promoting IKS at 
every level. It is therefore imperative to teach IKS through curricula from a grassroots level in 
education (pre-school level) to ensure the knowledge is stabilized. Van Wyk and Higgs 
(2011:174) report that: 
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The government, industry, and students all have a greater say (directly or indirectly) in the 
types of curricula that universities offer. The notion of curricula as consumption reveals 
how social values have shifted towards the marketplace, which is seen by some as in itself 
offering the potential for empowering students or transforming higher education.   
Therefore, the relationships between indigenous culinary knowledge, curricula and higher 
education is explored in this study. 
It is not only important to explore indigenous culinary knowledge for the sole purpose of 
ensuring that South African students are more in touch with their culture; it is much easier for 
the student to connect with something they see daily versus the eurocentric education system. 
Heleta (2016: para 5) opines that a decolonised curriculum will not isolate other knowledge 
systems. Universities, however, have the responsibility of producing a well-rounded student 
that is knowledgeable of the world and its complexities. Education needs to move away from 
eurocentrism, epistemic violence and worldviews that have been created to demean and enslave 
Africans and other previously colonised people. Ensuring that the culinary curriculum is 
relevant to the student and things to which they can relate, makes their teaching and learning 
easier. The context not only empowers them but also makes engagements interesting for them. 
1.5 STUDY STRUCTURE 
The study is structured in five chapters.  
Chapter One  
This chapter introduces the study, with specific reference to the problem being investigated in 
the study as well as its importance. The chapter also outlines the research objectives and the 
proposed outcomes. 
Chapter Two  
Chapter Two covers the theoretical and conceptual ideas that are linked to the topic in the form 
of a literature review. These are current academic debates around the topic as well as the 
relevance in the South African culinary context. 
Chapter Three  
This chapter focuses on the methods followed in the study related to collecting and analysing 
the data to satisfy the objectives of the study. The chapter outlines the research questions, which 
are guided by the research objectives that guided the selection of participants in the study.  
Chapter Four  
6 
In this chapter, the main findings are discussed. These are based on the responses received from 
the interviews, surveys and the curriculum analysis. The findings are compared with the 
literature review and the pre-defined study objectives.  
Chapter Five 
Chapter Five concludes the study; conclusions are drawn based on the study objectives. 
Recommendations are made relevant to the incorporation of indigenous culinary knowledge in 







In 2015 the rise of the #RhodesMustFall and subsequent #FeesMustFall opened what one may 
perceive as a dormant conversation of colonial ideology that continue to be embedded in the 
heart of HEIs years after the democratic dispensation assumed power in South Africa. Central 
to the idea of the #FeesMustFall was the matter of fee free education coupled with a call for the 
de-colonisation of the education curricula at the time. Students argued that the existing curricula 
were still highly eurocentric in nature and devoid of the realities faced by communities that had 
raised the students themselves (Keane, Khupe & Seehawer, 2017:22). Consequently, the 
context of the academic content as well as the academic work was still colonial in nature (Kaya 
& Seleti, 2014:30). The movement brought into mainstream conversations and discussions 
amongst academics the role of colonialism and most importantly, the significance of IKS. 
Govender, Mudaly and James (2016:182) argue that universities should have policies that guide 
the creation of spaces that facilitate the way IKS are promoted and constructed. Studies have 
been conducted by various scholars such as Kaya and Seleti (2014) and Magara (2015:25) on 
the African Indigenous Knowledge Systems (AIKS) or IKS in general, and the potential 
integration of IKS into higher education curricula. However, very few studies have been 
conducted on how the curricula could be potentially incorporated into the culinary arts.  
Traditional or indigenous food used to describe food that originates from indigenous people, 
and carries with it the embodiment of their heritage, customs and cultures. The food is made 
from local ingredients and with resources, technologies and the know-how of indigenous 
people. The knowledge of these foods is transmitted down through generations and is unique 
to a group of communities or people. Within the South African context, the communities would 
be inclusive of the Nguni, Sotho, XiTsonga, Venda and the Khoi and San to name but a few. 
The role of cultural identity is significant in South Africa as it assists students in academia to 
understand the educational content that is delivered to them, enhancing the value of the 
education that they receive. This chapter aims to review the literature and studies conducted in 
the field of IKS and indigenous food to create a framework that will be used as the cornerstone 
of this study, which is to emphasise the value of IKS in the curricula of culinary arts within the 
South African context.  
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2.2 HIGHER EDUCATION CURRICULUM  
The Latin word universitas means ‘corporations’. The word is derived from the context in 
which the institution developed. The pre-modern university was a “corporation” of students and 
teachers whose position was defined by a privilege and exemptions (Mamdani, 2016:69). 
Education and curricula have a crucial role to play in realising the aims of developing the full 
potential of learners as citizens of a democratic South Africa (South Africa. Department of 
Education [DoE], 2002:1). Any curriculum, whether academic, vocational or occupational, 
makes decisions about what should be taught (selection),the order in which things should be 
taught (sequencing), and how much should be taught in a particular period of time (pacing), 
and here we can think about a class session, a term, a trimester, a semester, a year or more than 
a year. We also decide upon the criteria to be used for evaluation or assessment (what counts 
as good work and what counts as poor work) and we decide which forms of assessment to use. 
The question in relation to the general academic curriculum is it clear that the curriculum is 
based on knowledge of the general context or independent kind (Barnett, 2006:174). 
The present values of the South African education system are rooted in the values of the 
Constitution of the Republic. These 10 fundamental values are democracy, social justice, 
accountability, equality, non-racism and non-sexism, ubuntu (human dignity), an open society, 
accountability, rule of law, respect and reconciliation (Ministry of Education, 2001, cited by 
Msila, 2007:152). The new system strives to create an identity of South African-ness. Through 
education, South Africans yearn to affirm common citizenship and a sense of pride through 
commonly held values (Msila, 2007:152). The South African education policy, in pursuing the 
vision of a “post-apartheid” South Africa as set out in its Constitution, states the objectives of 
the new curriculum as, “A prosperous, truly united, democratic and internationally competitive 
country with literate, creative and critical citizens leading productive, self-fulfilling lives in a 
country free of violence, discrimination and prejudice” (SA. DoE, 1997b:1). The notion of 
curricula as consumption reveals how social values have shifted towards the marketplace, 
which is seen by some as in itself offering the potential for empowering students or 
transforming higher education (van Wyk & Higgs, 2011:175). A critical element of 
reconstructing the school curriculum is by way of valuing IKS. IKS in the South African context 
refers to a body of knowledge embedded in African philosophical thinking and social practices 
that have evolved over thousands of years. The aim of the reconstruction of the curriculum 
should be to give indigenous African knowledge systems their rightful place as equally valid 
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ways of knowing among the array of knowledge systems in the world to solve global and local 
problems more effectively (van Wyk & Higgs, 2011:175). 
“A curriculum is based on the values of the powerful and therefore reproduces the values of the 
powerful” (Shizha, 2014:115). It is rather unfortunate that knowledge that has been validated 
in African schools and presented as the curriculum is not only colonial and a eurocentric 
reproduction, but it is deliberately structured to alienate the African students (Shizha, 
2014:115). Luckett (2016:418) argues for the interrogation of the status quo, to interrogate the 
relationship between the curriculum and power. Shizha (2014:114) states, “The elite whom 
were schooled under the colonial education system are the ones that have the power and make 
the decisions in African schools.” Questions need to be asked, like who decides on what 
knowledge is and who makes the decision if knowledge is then valid or not. Shizha’s suggestion 
is that a deconstruction of knowledge is done as well as the development of disciplines and that 
there is an expansion into the colonial archive. A relevant curriculum in the South African 
context needs to be able to address the issues of South Africa. 
Public African universities were created as part of the core, ideas, thoughts, desires and hopes 
of the African people as central instruments of social progress and policy discourse, regardless 
of the advancement of nation building, regardless of people’s social classes, gender, ethnic and 
religious affiliations, and the political agenda of the state . The consensus that emerged without 
any systematic public debates was generalized across all social categories and states. The 
universities were intended to quickly produce the necessary human capacities in teaching, 
producing new knowledge, providing new skills, conducting research and managing 
distribution of knowledge (Lumumba-Kasongo, 2017:54). Kirk (1989:127) asserted that the 
curriculum is the point in which knowledge, the interrelationship between teachers and learners, 
the economy, and political and social structures of society intersect and interact. The above 
concerns seem to suggest that IK must be given a bigger slice of the curriculum for South 
African learners to live sustainably in their environment. Schubert (1986) perceived the 
curriculum as content, as programmes for the planned reproduction of knowledge, as 
experience, as discrete concepts to be mastered, and as an agenda for social reconstruction. This 
statement brings out critical aspects of IK that must be included in the articulation of the 
curriculum philosophy. 
Lawton (1975:6), most well known for his definition of curriculum as a “selection from 
culture”, would later address this question by suggesting that those who decide about the 
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curriculum need to use a selective process to identify the knowledge that is of most worth. Yet 
the question remains as to whose or which culture forms the reservoir from which to make the 
selection of worthwhile knowledge. Above all, on what criteria should the selection be based 
and whose interests would the selection serve most accurately? These questions remain 
pertinent today, especially in African universities, which are trying to rediscover worthwhile 
knowledge for the task of transformation from colonialism and coloniality, to post-colonial and 
decolonised institutes (Maringe, 2017:7).A model curriculum that requires supplementation by 
the specific characteristics of each country that adopts it is suggested as a step towards this 
paradigm change. This modest effort in constructing a model curriculum is informed by the 
understanding that all Africans and peoples of African descent need to possess some basic, 
shared common knowledge about Africa, the diaspora and the world, and to acquire critical 
approaches to contextualised learning. The Pan-African curriculum does not mean 
“autarchism” or “absolute exclusion” from the dynamics of global imperatives. It simply 
implies the positive inclusion of African priorities and visions into the world system, from the 
point of view of unified African purposes. It means politically challenging imperatives that are 
based on the control of the dominant social paradigm (science, technology and the free market) 
to reverse its current unipolar philosophy and the usage in favour of Africa. It is about advancing 
the principle of “knowing the self”, which is in fact a scientific concept that can serve as a 
foundation for inventing progress in Africa. The Pan-African curriculum should put African in 
the driving seat of our navire (Lumumba-Kasongo, 2017:59).  
In recent years, the emerging global realities in higher education and the need to engage in 
knowledge production have compelled Africa to take deliberate steps to address the realities 
and demands of the knowledge society (Lumumba-Kasongo, 2017:16). When Garuba (2015) 
wrote about the decolonisation of higher education in the end of the 1960s he stressed that “a 
fundamental question of place, perspective and orientation needed to be addressed in a 
reconceptualization of the curriculum” and that Kenya, East Africa and Africa needed to be 
placed at the centre of teaching, learning and research in Kenyan universities. Heleta (2016: 
para 1) found that a decolonised education will not neglect other knowledge systems; however, 
the universities need to be developing their graduates to ensure that they are knowledgeable 
about the world and its complexities. Heleta also believes that even if this is the case, education 
needs to be from “western epistemological domination, eurocentrism, epistemic violence and 
worldviews that were designed to degrade, exploit and subjugate Africans and other formerly 
colonised peoples” (Heleta, 2016: para 5).  
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Olivier (2016: para 9) states: 
The implications for “decolonisation” should be clear: if the aim is to uncover the “original 
form” of African cultures, it would be as impossible as it is in geometry to gain access to 
the original geometrical intuition, without an intervening cultural tradition. The giant leap 
across the African Cultural tradition, intertwined as it is with western and other cultural 
influences, to the mythical source of pre-colonial African culture is impossible. One could 
imagine such a culture, of course, but it would be a hypostatisation. There are probably 
many records of African culture that date back to the early years of colonisation, but I’m 
willing to bet that they would be framed through western eyes, or, if rendered by Africans, 
by Africans in terms borrowed from western colonisers.  
The quality of education currently taught at South African universities has not changed much 
as it is still very eurocentric. Seepe (2017:126) noted: 
It would seem that higher education institutions have failed to reverse the historical patterns 
of apartheid as he has noted that what is currently happening is institutions continue to 
reproduce apartheid’s historical legacies, including racial patterns of knowledge 
production.  
Many of the theories that originated from a European context do not fit the situation in Africa 
and are not suitable for African children, students and researchers. 
The Council on Higher Education (CHE) recommends we need to therefore question if the 
current curriculum is an instrument to produce people who can help alleviate poverty and 
inequality and if really these universities teach information that meets the needs of the society 
in which they are located (CHE, 2017:4). CHE’s (2013) proposal for undergraduate curriculum 
reform argued that curriculum transformation was not only related to what is taught and how it 
is taught, but the fundamental structural change, such as a systematic change to the parameters 
of the South African curriculum. As a result an extended curriculum needs to be introduced 
across the board to achieve a balance of knowledge systems. This would address the isolation 
that results in and accompanies access to higher education that infrequently leads to success, 
this would be the major outcome of a decolonised curriculum (CHE, 2017:6). 
CHE (2017:3) discovered that although higher education curriculums consisted of African 
programmes and modules, most academic programmes and/ or most modules in the African 
universities were not linked to any African cultures and realities. African students are trained 
under such environments and are expected to work and follow a career on African soil. Shizha 
(2014:118) emphasised how in post-colonial Africa, education systems that do not have a clear 
reflection of indigenization in the formal curriculum reconstruction, and teacher’s resource 
materials are simply not performing their intended task for sustainable social and economic 
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development. Hlengwa (2010:1) provided a critique to the social responsiveness of universities 
to learning, termed “service-learning”, which relates to the inclusion of societal discourses into 
the learning within universities. Hlengwa, at the time of writing, discussed how the structure of 
curricula changes faced immense challenges with respect to the modelling and further detailed 
the complexities of framing the knowledge within disciplines that would be infused in the 
curricula. These are considerations that Hlengwa (2010:2) argues are inhibitors to the success 
of a decolonised education system. However, later studies provided answers to this critique, 
such as Magara (2015).  
2.3 #FEES MUST FALL MOVEMENT 
“The call for re-centering of African Knowledge systems was taken up by South Africa students 
across the country along with their campaign #FeesMustFall” (Keane et al., 2017:15). One of 
the legitimate demands made by the students during the 2015–2016 #FeesMustFall movement 
was for a decolonised education. This claim, according to Naudé (2017:1), is not specific to 
South Africa but is linked to a global concern on “colonial” knowledge. Decolonising the 
curriculum and free higher education were the slogans and the demands of the day. The 
#FeesMustFall’s demand for a decolonised curriculum resulted in discussions; almost all the 
lecturers wanted to understand the meaning of a decolonised curriculum and what the students 
actually wanted (Joseph, 2010:3). 
CHE (2017:3) concluded that the concerns of the students were mainly how they were alienated 
from their studies as the content taught did not relate too lived, real-world experiences and the 
knowledge gained did not assist in addressing South African issues such as poverty; therefore 
it did not assist in addressing inequality and developing the economy. Keane et al. (2017:15) 
indicate that although the students perhaps did not know exactly what a decolonised curriculum 
would entail, they were, however, aware of the fact that there was somehow an imbalance 
assumed in the worth of knowledge traditions. CHE (2017:3) emphasized the importance of 
local knowledge being developed so it would be able to address the needs of the students and 
development of South African challenges but at the same time producing a student which is 
globally relevant from an African perspective. 
2.4 DECOLONISATION OF THE HIGHER EDUCATION CURRICULUM 
The decolonisation of the curriculum is mainly about resurfacing subjugated knowledge and re-
centering the knowledge project of the university from a different vantage point (CHE, 2017:6). 
Naudé (2017:2) highlights that decolonisation has specific relevance to South Africa, as the 
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continent is faced with a post-colonial era; however, its knowledge and university curricula still 
reflect the hold of colonial power. Hoppers (2001:74) pointed out that Africa was removed from 
history by robbing it of its sovereignty, its self-respect, its freedom, and its power. African 
education has been colonised for over 100 years. The education system that was introduced 
during the colonial period is still currently in place in Africa. The creation of decolonised spaces 
for teachers and learners has the potential to help bring to light the hidden existing racial 
conditions that are embedded in the educational systems in South Africa and abroad (Waghid 
& Hibbert, 2018:265). 
Concerning the decolonisation of universities, the former Minister of Higher education and 
training in his speech at the Higher Education Summit that was held in October 2015 called that 
universities be Africanised (le Grange, 2016:2). There have been gestures moving towards the 
directive of the former Minister. At the University of Cape Town, a central curriculum 
committee was formed to co-ordinate the decolonising of the curriculum. The University of 
Western Cape had an all-day colloquium on the topic and in the same month, a panel 
presentation and discussion were held, which was arranged by the Cape Higher Education 
Consortium (CHEC) at the global conference held at the Cape Town International Convention 
centre (CTICC) (le Grange, 2016:2).   
A key factor to the futures of indigenous peoples was the marginalization of IK, which is the 
legacy of the educational system of the colonists (Ignas, 2004:49). De Beer and van Niekerk 
(2017:221) state that a more intrinsic and refined understanding of identity of the student is 
imperative to the transformation of the curricula as this understanding will incite much deeper 
and more foundational questions pertaining to the kind of content, the structure of the curricula, 
the methodology and the delivery. These are important considerations and cannot be simply 
taken as minute, cosmetic changes as these are deterministic of what students will engage on 
post- their studies (de Beer & van Niekerk, 2017:221). 
Le Grange (2016:5) recognised that the demographics of students in South African universities 
have changed drastically (especially in previously white universities); however, the staff 
demographics have not changed accordingly. Shizha (2014:113) reported that because of the 
staff demographics not changing, this resulted in the same colonial methods being used within 
our universities even post-apartheid. Schools are largely dependent on imported systems, which 
are eurocentric in nature. The eurocentric theory, as defined by Battiste (2002:5), is when a 
large amount of the learning materials provided by the educational channels are delivered in a 
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conventional, colonial and standardized way to indigenous students. According to McKnight, 
Hoban, and Nielsen (2011:42), it is known that non-indigenous teachers need to increase their 
understanding of indigenous ways; however, the knowledge is currently being presented 
instructionally through lectures and tutorials and not in a practical form. This, in turn, places a 
lot of pressure on course designers and teachers, as additional materials need to be created to 
support the learning process.  
The decolonization process will not be an easy one as experienced by Le Grange (2016) while 
in New Zealand and Canada. Speaking of experience at the University of Waikato, in New 
Zealand, le Grange experienced the university paying the Maori tribe and actually found that 
Maori education was offered at the institution up to doctoral level of study. However, it was 
difficult for them to incorporate a module on Maori studies in all their undergraduate 
programmes. In Canada, the approach was very different as they had three different initial 
teacher education programmes at the University of Saskatchewan. There was a first nation 
student class, a Metis student class and a class for Canadian students. However, although this 
arrangement can foster segregation and leave unchallenged the actual contents of the 
mainstream programme, it is based on the principle of self-determination and social justice (le 
Grange, 2016:6). 
Chilisa (2012) concluded that there were five phases in the decolonisation process. The phases 
are rediscovery and recovery, mourning, dreaming, commitment, and action. The phase of 
rediscovery and recovery is when the colonised people begin to rediscover and recover their 
history, their culture, their identity, and their languages. When the mourning stage begins this 
is with reference to the process of lamenting the continued assault on the identities and social 
realities of the oppressed peoples. The next stage, dreaming, is important as it involves the 
invoking of the indigenous people's histories, worldviews and IKS to theorise and imagine 
alternative possibilities and in this case, a different curriculum. Then comes the commitment 
stage, when academics and/or students become political activists for the cause and fight for the 
inclusion of the voices of the colonised, in this context, the inclusion of IK into the curriculum. 
It is in the commitment phase when action is taken. This is where the dreams and commitments 
reveal themselves in the form of social transformation.  
We need to teach new content, to apply more appropriate pedagogical and assessment 
approaches and to grow different critical epistemologies through which an indigenous 
professoriate can be developed to provide the required academic leadership for the desired 
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transformation (Maringe, 2017:5). Lumumba-Kasongo (2017:48) notes that higher education 
systems have been instramentalised to support ‘national Agendas’ or to support a personal or 
individualised leadership agenda. Blyden (1882:10) stated: 
The college was not only a machine but it also formed a tool that was meant to assist 
in carrying out the regular duties, not only for intellectual needs but for “social 
purpose, religious duty, for patriotic aims, for racial development. 
Blyden goes further to say that the objective of all education is to secure growth and efficiency 
to make a man all that his natural gifts will allow him to become; to produce self-respect, a 
proper appreciation of own powers of other people; to beget a fitness for one’s sphere of life 
and action, and an ability to discharge the duties it imposes. 
Therefore, decolonisation is a necessary response to not only first and second-generation 
colonialism but neo-colonialism and the recent (re-)ascendency of neoliberalism (le Grange, 
2016:4). The difference of first and second-generation colonialism is emphasised by Hoppers 
and Richards (2012:7), stating that first generation colonialism was more of a physical 
colonisation, where physical spaces of the people and their bodies were colonised. In terms of 
second-generation colonisation, education, science, economics, and law were used as a deeper 
form of colonization by colonising the mind.  
Soudien (2008) and Badat (2010:18) emphasise the need for intellectual spaces to be 
decolonised, de-racialised, de-masculinised and de-gendered as it was clear that eurocentric 
epistemologies are still firmly entrenched in our current South African Universities. It is nothing 
new that the perspective of South African higher education is in desperate need of essential 
changes (Joseph, 2010:1). Since 1994, there have been attempts to transform higher education.  
The White Paper is evidence of initiative taken in transforming higher education by the 







The ministry’s vision is of a non-racial and non-sexist system of higher education that will:  
• Eradicate all forms of unfair discrimination and rectify past inequalities to ensure that 
 there is promotion of equity of access and fairness to all who intend to find their 
 potential through higher education.  
• Meet, through well planned and co-ordinated teaching, learning and research 
 programmes, national development needs, including the highly skilled 
employment needs presented by a growing economy operating in the global 
environment.  
• Educational programmes need to be supportive of cultural discourse and creative 
thinking by having a democratic ethos and human rights culture.  
• A common commitment to a racist-free and non-sexist environment.  
• Uphold standards of academic quality while contributing to all types of knowledge 
and scholarship in the Southern and African contexts. 
According to Kahakalau (2004:23), for decades indigenous students have criticized the 
colonizing practices of western research methods. As observed by Kanevsky (1999:58), the 
curriculum needs to be able to tackle issues, disputation or any of the provocative questions that 
stem from the student experiences. Keane et al. (2017:13) acknowledge that without the 
pioneering IK academics, activists and intellectuals such as Professors Odora Hoppers and 
Ogunniyi, Shizi, the appeal for a decolonised knowledge would probably not have reached the 
level of policy it currently holds or even have created a wide interest in curriculum 
transformation. One of the most insightful definitions of indigenization was that of Magagula 
and Mazibuko (2004:39), who stated: 
Indigenization of formal education form a cultural perspective is meant by the inclusion of 
African indigenous cultural values, beliefs, practices, norms and the indigenous social 
institutions, or the indigenous cultural ways of life of African societies, into the content of 
the formal education systems at all levels of education in Africa. 
Although much has been said about indigenisation, transformation, and renaissance in the 
African education, Okeke (2010:40) argues that for the education policy makers to cope with 
the immense pressures of frustration amongst Africans a new identity needs to be moulded.  
Lumumba-Kasongo (2017:58) observes that higher education and university systems in 
particular are facing a multitude of financial, curricular and philosophical challenges. The 
greatest challenge confronting African universities in the 21st century is how to respond 
adequately to opportunities and risks of globalization while ensuring that they are relevant to 
local needs and societal realities. New patterns of transnational co-operation have emerged and 
played a significant role in strengthening African higher education, particularly through 
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academic and support staff development, and student and staff mobility (Jowi, 2012:160). 
Decolonisation of universities implies transforming our institutions in multiple ways, to 
champion new purposes directed at serving Africa’s needs.  
According to Lumumba-Kasongo (2017:49), Pan-Africanism is one of the oldest African 
transnational ideologies; it was first produced in the African diaspora and then expanded, re-
interpreted and re-guided by emerging leadership in 20th century Africa as a ‘national project’ 
for political decolonization. It remains the most complex and enduring ideology among 
Africans and people of African descent across the world. Pan-Africanism as an ideological and 
philosophical force has defined the struggle to ensure the collective realisation of the destiny of 
the black race and intellectual leaders of African descent, both at home and in the diaspora. The 
struggle has passed through several phases, such as ending colonialism and re-assertation of 
African identity and sense of being (Lumumba-Kasongo,2017:49). From W.E.B. Dubois, the 
father of Pan-Africanism, to Kwame Nkrumah, Pan-Africanism has generally embodied the 
search for common cultural specifications and affinities among African people, and for 
intellectual connections among them based on ‘race’, ethnicity and history. Within a Pan-
African curriculum, such objectives were intended to lead towards fostering an understanding 
and appreciation of African culture. Thus, in general terms, Pan-Africanism embodies an 
ethnic/racial, cultural or continental unity of some kind. These themes need to be incorporated 
into the curriculum agenda in higher education (Lumumba-Kasongo, 2017:56). 
2.5 INDIGENOUS KNOWLEDGE IN HIGHER EDUCATION  
For centuries, western knowledge has not only been widely disseminated from the point of 
production to other places and other times, but colonisation and its accompanying political 
and ideological conquest has also been instrumental in propelling Western knowledge 
spatially and temporally, and in thwarting the diffusion of other knowledge (Khupe & 
Keane, 2017:27).  
Western models of an academic organisation were adopted since inception in South Africa and 
these largely excluded and decimated the knowledge of the colonised people. The organisation 
of the university is still using the colonial model of academic organisation, which is based solely 
on the western disciplinary knowledge that was extensively used during the time of apartheid 
and even in post-apartheid South Africa; this has not changed significantly (le Grange, 2016:3). 
There are a variety of policies in South Africa with the sole purpose of promoting and protecting 
indigenous knowledge (IK) (Khupe & Keane, 2017:25). The National Curriculum Statement 
has five key curriculum principles, one of which is to value IKS by appreciating the rich heritage 
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and history of South Africa as critical contributors in nourishing the values in the Constitution 
(South Africa. Department of Basic Education [DBE], 2011:5). 
The World Intellectual Property Organization (cited by Saurombe, 2013:28) states that IKS or 
traditional knowledge comprises the content or substance of knowledge that is a result of the 
intellectual activity within a traditional context, embodying the skills, practices, innovation, 
know-how and learning that forms a part of traditional knowledge systems. Embodied in this 
knowledge is the lifestyle of indigenous communities or codified knowledge that has been 
transferred through generations. In addition, the knowledge is not limited to a specific technical 
field but is diverse and associated with generic resources. Similarly, Chiwome, Mnguni, and 
Furusa (2000) define the term IKS within the context of Africans as being systems that have 
developed over extended periods and the development patterns are anchored on local 
knowledge systems, which are expressed in the indigenous languages. These systems are 
harmonized with the local environment or will seek a harmonic balance with the accumulated 
knowledge that is representative of the non-western rural society’s understanding of fields such 
as biology, science and technology.  
Culture and language play an important role in the learning process, especially for indigenous 
people. Chikonzo (2006), Kothari (2007), Msuya (2007) and Lipka, Wong and Andrew-Ihrke 
(2013:129) defined IKS as the accumulation of traditions, wisdom, and practices that have been 
gathered over the centuries from generation to generation, the life experiences of the indigenous 
communities and their interactions with the environment. Le Grange (2004:83) concluded that: 
IK is a term that internalises experiences, concerns and struggles of colonised people 
worldwide, however, it is important to note that the indigenous project is not a unified one 
but rather subsumes nuances, contradictions and contestations.  
Mapesela (2004:318) corrected the view that indigenous was associated with the identity of a 
particular segment of the population, defined by their “locality, culture, tradition and history”. 
This in contrast to what the author states is a held view that indigenous pertains to a group that 
is non-white or non-colonialist.  
Kirkness and Barnhardt (2001:11) emphasise the significance of attaining tertiary education; it 
is not merely about attain an education but is an instrument to ascertaining power, authority and 
unlocking opportunities that enable persons to seize control of their everyday life. In contrast, 
le Grange (2004:90) views higher education as a crucial social institution as it forms a space 
where the conceptions of reality undergo a process of construction and impartation and build 
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on the perceptions and practices. Traditional African ways of thinking have been marginalized 
because of South African research being dominated by western ways of thinking. Owusu-Ansah 
and Mji (2013:2) point out that this is the consequence of IK being mainly oral and therefore 
has been looked down on compared to written knowledge. Emeagwali (2003) added that based 
on it being people-centred, it made it difficult to measure. Shizha (2014:113) proposes that due 
to IK being a much-neglected part of Africa’s educational reform and the thing done as a 
process of rethinking, the African curriculum cannot ignore the role and the value of IK. 
Kallaway (2007) noted that it became evident that the national policy for knowledge 
management needed to be in long range planning and in educational policies for it to be 
incorporated into South Africa’s National Curriculum statement (NCS). Furthermore, 
Mkwanazi (2014:15) adds that it is the responsibility of curriculum designers and policy makers 
to decide on which knowledge systems need to be incorporated to manage and resolve cultural 
learning issues. When referring to cultural learning, it focuses on how students learn, how the 
content is transformed so it applies to multiple contexts, the transferring of knowledge, its 
preservation and presentation and the manner in which it evolves in a given environment. The 
role of the university is to pursue and cultivate new knowledge as well as to strive to reduce 
social and cultural differences while learning to interpret IK and beliefs in the light of the 
student’s needs (National Assessment and Accreditation Council, 2006). For the young 
generation of South Africans to be creative thinkers they need to be educationally equipped 
from an early stage. This can only be achieved when IK and western scientific knowledge are 
given equal status in the current higher education curriculum. 
2.5.1 Benefits of indigenous knowledge in higher education 
The relevance of IK has been questioned. However, we need to understand that there is a great 
personal connection with education and IK. The prominent critique has been the validity of IKS 
to be termed “knowledge”, given varying metrics such as physical, objectivity, value and fact 
(Green, 2008:54). Similarly, Kaya and Seleti (2014:31) provide a review of the critical literature 
as well the ideological foundations of the critique, notably that IKS is devoid of any theory. 
However, Green (2008:48) investigated this and found, from an anthropological approach, that 
it cannot be discarded as knowledge as it is a system whose theories anchor values and theories 
that are decisive to the creation of ideas, enhancement of identity and are circulated (Green, 
2008:48).  
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Existing literature has found that including IKS has a great potential to increase academic 
achievements and promote social integration. Demmert and Towner (2003:81) believe that 
solid learning of traditions, languages, and knowledge of the community can lay a good 
foundation for the preparation in introducing foreign knowledge. Ngcobo (2016:8) notes that 
existing research shows that for education to be meaningful it needs to have an appropriate 
language and cultural context. This was based on the beliefs of indigenous communities as well 
as the indigenous professional educators. Owusu-Ansah and Mji (2013:2) state that: 
Culture is the ‘lens’ in which a person perceives, interprets and makes sense of their reality, 
if we speak of the inclusion of African IK, this would essentially mean it is the Africans’ 
perspective of the African reality and not with the African on the periphery.  
a) Academic achievement 
There has been a distinct lack of enthusiasm for many students worldwide, the main cause of 
which was that educational systems are culturally irrelevant for the indigenous learners 
(Battiste, 2002:66). Shizha (2014:113) opines that schools and the education systems are 
promoters of poor academic performance, low self-esteem and high drop-out rates for the 
students that do not identify with the school’s cultural capital. Shizha claims that to amplify the 
success, cognitive development and academic achievements of students, the curriculum needs 
to be indigenised; however, due to the lack of school systems accommodating the cultural 
capital of the student, the school is then unable to provide a supportive home-school learning 
environment for the student. Kaya and Seleti (2014:39) conducted a study at the University of 
the North West where in 2001 IKS was integrated into their curriculum. The academic results 
of students had shown improvement since the inception of the reform. Nielsen, Nicol and 
Owuor (2008:42) support this in explaining that for there to be development of appropriate 
pedogeological approaches it is crucial that there is a deep awareness and understanding of a 
student’s cultural background, their life experiences and the type of connections they have with 
their communities as this can connect students to each other, their communities and their 
education process. Le Grange (2016:1) further highlights that only 15% of the 60% of black 
students who manage to complete their first year of studies at an HEI complete their 
qualification. The claim is that the students who do not obtain their qualifications come from 





b) Social integration  
The integration of  IKS into formal education allows schools to offer the opportunity for 
students to be themselves by allowing them to express and maintain their identity without the 
fear and risk of being isolated from other students. When this is achieved it becomes easier to 
involve the community and the student’s family in their education (Dockett et al., 2006, cited 
by McCuaig & Nelson, 2012:8). 
2.5.1.1 Indigenous/traditional food knowledge  
The consumption of foods is a complex process affected by biological social and cultural 
aspects, noting that foods are not only consumed to nourish the body. In their acquisition, there 
are factors that intervene as the origin of the product, the manufacture process, linkage to 
territories, functionality and ethical values (Kuznesof et al., 1997; Trichopoulou, Costacou, 
Bamia & Trichopoulos, 2003; Vanhonacker et al., 2013). Indigenous South African food is 
defined differently by everyone, based on their own personal experiences and upbringing as 
well as the food they grew up eating. IK is defined by Warren (2001:450) as: 
...the knowledge generated by communities and ethnic groups that usually passes the 
knowledge from one generation to the next through oral transmission; it is focused on the 
microenvironment in which it is generated.  
However, according to Mandu, Achigan-Dako and Morimoto (2009:66), indigenous food refers 
to types of food “known to be native to or to have originated in a specific geographical 
location”. On another note, traditional (or indigenized) food refers to food that has been used 
for a sufficient length of time to be part of the local food habits, knowledge systems and customs 
for communities. Cloete and Idsardi (2012:2) defined it in a way that the two definitions were 
combined to form a single definition in which they concluded, “indigenous and traditional food 
crops are defined as vegetables, fruits, nuts and grains that are native to the region and /or that 
are consumed linked to culture and heritage”. Guerrero et al. (2010:230), from work in different 
countries of the European Union, mention that the definition of a traditional food is the result 
of associations among 10 dimensions, which are: 
...habit, special occasions, heritage (from generation to generation), made in a concrete 
specific way, sensory properties, simplicity, linked to an origin, with an effect on health, 
influenced by marketing, and that provide a variety of products. 
Among the array of factors that researchers may find in the context of traditional foods, perhaps 
most important is the association in the mind of each individual.  
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Food is important, not only for health but for its symbolic and cultural significance. Food carries 
more meaning than merely for health and to fill one’s stomach. Bessiere (1998: 23) highlighted 
that the symbolic characteristics of food can appear in various forms. Food can be a symbol, a 
sign of communion, a class marker and an emblem, to name a few. When referring to food as a 
symbol it is in relation to food being the foundation of concentrate symbolic virtues. Food also 
brings people together, whether for business, celebrations with family or the meals eaten daily; 
it has the power to bring people together and create social links and a space of sharing. This is 
an example of food being a sign of communion. Unfortunately, food can also be used as a class 
marker. Trapido and Tshukudu (2017:13) highlight that some foods bring poverty to your home; 
people have moved past that and therefore do not want certain foods because they are associated 
with poverty. Other foods, such as champagne, caviar and whisky, are seen as sophisticated 
foods and those of a better lifestyle. Lastly, when food is referred to as an emblem, it is linked 
to culinary heritage of an area or the community.  
“Traditional food knowledge represents this collective wisdom around food provisioning that 
is widely dispersed among the diverse cultures that have fed generations of people” (Kwik, 
2008:21). According to Giampiccoli and Hayward Kalis (2012:03), the South African 
government has grasped the importance of indigenous food in various communities and as a 
result have endorsed this by editing a book that contains recipes of South African indigenous 
food. Kwik (2008:3) explains how traditional food knowledge can be seen as an integration of 
various disciplines from social, cultural and nutritional anthropology, human ecology, 
agriculture, population, health, family studies, community development and education. Kwik 
(2008) continues, explaining that food knowledge has the potential to empower individuals and 
serves as an opportunity to allow cultural communities the platform to become self-sustaining. 
However, this can only happen if food knowledge is a social tool and for that to happen it needs 
to be transferrable. 
It was noted by Berkes (1999:5) that using the term ‘traditional’ may be difficult as it seems 
opposed to change; even though there are dynamic aspects in traditions, this problem can be 
avoided by using the term ‘indigenous’. Kwik (2008:22) stated that although this may be a 
solution it is not flawless as we need to acknowledge that food knowledge can be transplanted 
to a specific place by immigrants bringing their food traditions to South Africa and it is not 
limited to a landscape or bioregion. According to Kwik (2008:20), food provisioning has 
become quite complex due to food being a busy convergence of time, people and places and 
although formal education has been prioritised by parents for their children, it somehow 
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overshadows the lessons that can be gained in informal learning (Kwik, 2008:20). As a result, 
Trapido and Tshukudu (2017:12) relate how the eating of traditional foods has decreased to 
being eaten only on special occasions rather than everyday consumption. Furthermore, people 
detest certain foods, seen as poverty foods, and they are now sophisticated. An example of this 
can be found in Trapido and Tshukudu’s (2017:13) book, Eat Ting: 
Some foods just invite poverty into your house. I have moved past that and I don't want all 
those old foods. I walk past the amasi in the supermarket fridge. I don’t want offal. I don’t 
have to settle for them now. 
Semenya (2018:13) attributes South Africa’s diverse culinary landscape to its colourful and 
dramatic history. Additionally, colonization, slavery, wars, ethnicity, migration, religion and 
weather have moulded our cuisine. However, we cannot overlook the fact that culinary know-
how is no longer what it used to be. The daughters and granddaughters are no longer inheriting 
traditional recipes from their mothers and grandmothers like they used to. Bessiere (1998:25) 
noted that modern cooking goes beyond family dishes, which creates nostalgia for food that 
was consumed during childhood. Food is linked to emotions and nostalgia. Regardless of how 
we look at food, it always creates a reaction. Renko and Bucar (2014:1681) noted that reactions 
are caused by different things such as location, immediate surroundings, company, time of the 
year, time of day, aromas and conversation. Trapido and Tshukudu (2017:12) add that although 
food does create reactions there is very little effort in trying to introduce pre-colonial, pre-
apartheid and dietary diversity back into one’s life. Many nutritious tastes have been abandoned 
for foreign junk food, all because of the rush to shed the indignity of apartheid and poverty. 
The link between identity construction and cuisine is unbreakable (Lyons, 2007; Hermansen, 
2012). A country's cuisine is not just a reflection of diversity but it also highlights a cultural or 
national identity (Karim, 2006, cited by Moyo et al., 2016:137). In essence, the cuisine is the 
incorporation of social and cultural methods and preferences of how it is served. (Moyo et al., 
2016:137), concerning indigenous food, refer to food eaten and primarily owned by the 
community and therefore one is able to identify a community based on the food they consume. 
Jahromy and Tajik (2011:1) concluded that cuisine was the intangible heritage of a country 
based on the authentic experiences the country offers with local traditional food. Scholars such 
as Almli, Verbeke, Vanhonacker, Naes and Hersleh (2011:131) discussed the whole 
relationship between food and people, noting that food is a medium for interaction, is a focal 
point for the social contract, is a symbol of social bonding, bringing meaning, beliefs and 
identities. Therefore, we cannot move away from the fact that food expresses culture, history 
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and a way of living (Trichopoulou, Soukara & Vasilopoulou, 2007:420), as well as carries 
memories and nostalgia at the same time (Kierans & Haeney, 2010).  
 In South Africa, for the more modern vegetables to be accommodated, indigenous plants that 
have cultural diversity are still being consumed, however, they have been underutilized (Odhav, 
Beekrum, Akula & Baijnath, 2007:30). Despite the influence of colonization and development, 
some people still use IK for their survival (Dube & Halele, 2017:239). Trapido and Tshukudu 
(2017:11) elaborate: 
Most of our earliest food memories come from our home cultures and informal settings. It 
is rather unfortunate that we are the inheritors of a painful recent past as black South 
Africans; our diets have taken a toll due to urbanisation, acculturation, and apartheid. The 
movement from rural life to urban life was detrimental to the diets of black South Africans. 
There was a change in diet from diverse ancestral foods (in which various cereal crops were 
garnished with numerous varieties of wild greens, cultivated beans, nuts, meat and/or milk) 
to these poorly balanced, monotonous maze-heavy urban eating patterns.  
Dube and Halele (2017:240) found that the availability of indigenous vegetables has decreased 
due to the widespread cultivation of exotic crops, which includes the use of herbicides to 
eliminate wild vegetables. IK influences the way of life, especially that of elderly community 
members); however, very few young people are knowledgeable about indigenous food 
resources associated with nutritious food vegetables (Odhav et al., 2007:430).  
Tourism looks at the inbound visits to a region or country for reasons such as leisure and 
business. The success of a tourist destination is measured from the amount of money spent, the 
number of visitors during a given period and the prospects of a repeat visit (du Rand, Heath & 
Alberts, 2013:2). As part of the tourism industry, the hospitality sector plays a crucial role in 
food and beverage, accommodation, entertainment and leisure, which is a fundamental part of 
the national strategy (Statistics South Africa [Stats SA], 2004). The authenticity of the food and 
culture is imperative to the success of the destination. If food and culture are then important to 
tourists, Sidali and Hemmerling (2014:1702) found that the perceived authenticity of the 
traditional food was significant to its consumption. Sidali and Hemmerling also found that the 
authenticity of the producer is significant to the consumption of the product, thus inferring that 
the identity or more specifically the cultural identity of the producer, forms a pivotal point in 
the branding of the respective products. The respective products need to be adequately labelled 
because the products are indicative of the quality; this was found by Verbeke et al. (2012) in 
their study of the European Union. Consequently, the construction of curricula for vocational 
learning should be in line with the industry demands. Stated differently, the re-contextualization 
25 
of vocational education within culinary studies should be inclusive of identified, traditional 
cuisine with the aim of bolstering tourism markets. The authenticity comes from the 
incorporated use of IK in the education system to be able to enhance the identity of the 
prospective culinary and hospitality entrepreneur and professionals. The earmarked market will 
inform industry players to reform the acquisition of professionals.  
The discussion above highlighted the various attributes of food, specifically those of indigenous 
or traditional foods. Guerrero et al.’s (2010:225) study reviewing six countries in Europe, 
comprised 721 participants. Their study used correspondence analysis to create 10 principal 
dimensions of what the respondents identified as traditional food products. The authors expand 
on a similar study conducted by Guerrero et al. (2009) based on the factors that influenced 
consumer demand for traditional food products. In their analysis, Guerrero et al. (2010:230) 
found that the 10 main dimensions, from a qualitative perspective of the word traditional are 
“sensory, health, elaboration, heritage, variety, habit, origin, simplicity, special occasions and 
marketing” (Guerrero et al., 2010:231). The heritage, origin and health speak to the more 
consistent properties in the literature; these are prevalent in respect to IK. Heritage is found to 
be related to words such as mother and family for the Polish respondents (Guerrero et al., 
2010:228), speaking to the customary and cultural consumption of the foods. This finding is 
consistent with that of Guerrero et al (2009), whereby respondents in Poland were reluctant to 
accept innovation in traditional products, as it could be perceived as an alteration to the 
authenticity of the product, or the intergenerational authenticity of the product. This infers that 
the deviations in the preparation of the food are inconsistent with the norms and conventions of 
a cultural group.  
Guerrero et al. (2010:230) found that the origin of the traditional product is a dimension that is 
central to the perceptions of the respondents, thus, the area of origin is critical. Similar to the 
heritage argument, origin highlights the authenticity of the product that is consumed. The origin 
dimension is consistent with the existing body of literature and is found in numerous studies to 
be one of the most significant attributes of the product itself (Kuznesof et al., 1997; Groves, 
2001; Beverland, 2005; Lewis & Bridger, 2001, as cited by Sidali & Hemmerling, 2014:1696). 
In the South African context, this dimension about traditional food is embodied in the quotation 
above by Tshukudu and Trapido (2017:12-13), which highlights the cultural pride that South 
Africans possess toward their traditional foods. Guerrero et al. (2010) found that the health 
attribute of the traditional food is a prominent factor in the study. Health is related to the 
naturalization of the product, which is the emphasis on the perceived nature of the product, i.e., 
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does not have additives and is homemade (Guerrero et al., 2009). This dimension highlights the 
beneficial nature of the traditional or indigenous food. Laryea, Akoto, Oduro and Appaw 
(2016:96) conducted a study on consumer perceptions of food in Ghana. The authors found that 
the knowledge about nutrition of traditional foods, or lack thereof, was not significant in the 
consumption of the foods. Laryea et al. (2016:105) alternatively found that the biggest drivers 
for low uptake are socio-economic and classist. This argument is expanded on in the sections 
below. The dimension has significant value as illustrated by Semenya (2018:13), who attributes 
South Africa’s diverse culinary landscape to its colourful and dramatic history, which embodies 
that South African’s value the naturalised and localised foods that are at their disposal and this 
dimension is central to their definition of traditional foods.  
2.7 CULINARY EDUCATION FORMAL LEARNING 
According to the National Center for Education Statistics (NCES) (2013:1): 
Culinary Arts is a programme that prepares individuals to provide professional chef and 
related cooking services in restaurants and other commercial food establishments This 
includes instruction in recipe and menu planning, preparing and cooking of foods, 
supervising and training kitchen assistants, the management of food supplies and kitchen 
resources aesthetics of food presentation, and familiarity or mastery of a wide variety of 
cuisines and culinary techniques. 
Deutsch (2014) observed that in most parts of the world, the formalised culinary curriculum is 
still arranged around the content and structure of Escoffier’s 1903 book Le Guide Culinaire. 
Based on this definition by the NCES, we can begin to see how indigenous culinary knowledge 
is relevant. The relevance comes with understanding and being familiar with a variety of 
cuisines; this essentially speaks to not only French or Italian foods but includes South African 
cuisine as well. Kaya and Lyana (2014:56) defined a cuisine as a group’s social and cultural 
incorporation of food preferences, methods and the way food is served. Lyon (2007:366) 
supports this, stating that many communities are identified by the food they consume. A cuisine 
is a social and cultural practice that everyone has during their daily routine and ritual practice. 
The preparation of food is what makes it identifiable with various people. In this case, the 
preservation of the cuisine is key to its promotion, but most African cuisines have not been 
recorded. Hermansen (2012: para 9) stresses the unbreakable link between cuisine and identity 
construction. Hermansen (2012: para 10) elaborates on how indigenous cuisine is not only what 
unifies a nation but also what makes a nation different from other nations. Kaya and Yurtsven 
(2011:265) emphasise the importance of IK when it comes to the differentiation of ways of 
tourism and knowledge.  
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Lyons (2007:364) describes indigenous cuisine as food that is prepared and eaten in local 
communities from time to time and has become associated with that group, based on geographic 
location. Cuisine is an inclusion of a social and cultural group’s choices in terms of food and 
its preparation methods. This is inclusive of knowledge related to beliefs, values, institutional 
and technological practices involved in the preparation and the use of indigenous cuisine. South 
Africa is not the only previously colonised country that is trying to regain its knowledge of their 
indigenous foods. In the case of Peru, they started seeing a shift away from European cuisine 
and an increase in pride of Peruvian cuisine around the mid-1980s to the 1900s. Many 
prominent chefs at the time, such as Gloria Hinostroza, Bernado Roca Ray and Isabel Alvarez, 
to name but a few, began a journey of rediscovery and revitalizing Peruvian cuisine in their 
restaurants by bringing in culinary traditions and ingredients (Lasater-Willie, 2015:97). 
In the case of Peru, Lasater-Willie (2015:74) highlighted the role food played in addressing 
issues around race and economic issues and it needed to be acknowledged that the history of 
food preparation has played a part in social issues. Food is not just food; it has connections 
attached to it, feelings, experiences, and emotions. A pride resonates with people when it comes 
to their indigenous foods. There is a relationship between people and food which has been 
discussed by various authors (Flannery & Micyte, 2010; Almli et al., 2011). Food is not only 
important in connecting people but it also shows culture. Mnguni and Giampiccoli (2015:26) 
view culture as the determining factor in food choice, production and how food is prepared. 
Sadly, previously colonised communities have undergone changes in eating patterns as well as 
losing food knowledge due to colonisation (McCann, 2010:26). Diverse religions (O’Connor, 
2012:77) and modernization (Langgat, Zahari, Yasin & Mansur, 2011:694) lead to nutritional 
and/or cultural ramifications due to changes in the production and consumption of indigenous 
food. 
Colonisation has played a large role in the loss of indigenous culinary knowledge as it instilled 
a perception of inferiority when relating to IK or indigenous food. Semenya (2018:13) states: 
Before European colonisers arrived in southern Africa, indigenous cuisine was 
characterised by the use of a wide range of foods, including fruits, nuts, bulbs leaves and 
other natural ingredients gathered from nature and the surrounding wild-growing plants. 
The utilization of indigenous food is decreasing due to it being associated with poverty and 
reserved for specific rituals and cultural ceremonies (Vorster, Jansen van Rensburg, van Zijl & 
Venter, 2007; Faber, Oelofse, van Jaarsveld, Wenhold & Jansen van Rensburg, 2010:37; 
Dweba & Mearns, 2011:566). However, we need to keep in mind that culture is dynamic and 
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does not stay the same, therefore perceptions can be changed. Perceptions of people are mainly 
based on experience (history) as well as their cultural backgrounds (Kepe, 2008:543).  
Chefs can be instigators and promoters of indigenous food in restaurants, hotels and in public 
spaces like a food market. Food trends are always changing with the times. One of the latest 
trends is planting your own fruit and vegetables and using your self-produced produce for your 
cooking. In this case, because indigenous plants are easily available and would not need to be 
imported, chefs use them in their dishes more frequently. This is an example of how executive 
chefs can be involved by starting projects that promote and display indigenous/local foods 
(Telfer & Wall, 1996). Therefore, the power of influence held by the chefs should not be 
downplayed. If chefs have a preconceived misconception of indigenous food crops it 
compromises the chances of theme being used in their kitchens, let alone them being promoted 
(Torres, 2002:297). 
Celebrity chefs have a role to play when it comes to influencing children and children are the 
future hospitality and tourism personnel and producers and consumers of food (Baker & Burns, 
2004). Chef Nompumelelo Mqwebu is an example of this influence. Chef Nompumelelo has a 
self-published cookbook called Through the eyes of an African chef. According to Seid (2017: 
para 4), Mqwebu stated that the main reason for writing the book was: 
... to introduce South African cuisine for both home and professional cooking. It’s time to 
prove that South African cuisine can rub shoulders with the plethora of international food 
currently served in our restaurants. 
Another South African chef making waves is Chef Lesego Semenya, who in an article by 
Zimela (2017:online) reflected back to chef school and said: 
At chef school, I would actually ask why is it that European chefs seem to have this success. 
The likes of Jamie Oliver and Gordon Ramsey … What is it that they have done? I realised 
that they built their companies around themselves and their personalities and that is what 
people come and support.  
Fast forward to 2018, chef Semenya has written a book titled Dijo which translates to food. 
Dijo offers a twist on township favourites with the incorporation of French-inspired, fine-dining 
techniques. 
Trapido and Tshukudu (2017:12) argue that we are so desperate to get rid of the indignity that 
was brought by poverty and apartheid, we have discarded many nutritious foods of that time 
and started eating foreign junk; very few people have tried to reintroduce pre-colonial, pre-
apartheid food and dietary diversity into their daily lives. The value of indigenous food has been 
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undermined to such a large degree by the locals that the tourism potential is not being realised 
(du Rand et al., 2003). South African entrepreneurs and innovative and adventurous chefs have 
started investing in developing local cuisine due to increased tourism volume and a more 
sophisticated client (du Rand et al. 2003:3). 
According to Sriwongrat (2008:18), the influence of ethnic diversity has seen an increased 
demand for ethnic or local foods throughout the world, which also means that there is a growing 
need for the promotion of indigenous food in local hotels, as well as its preservation. Moyo et 
al. (2016:140) report that based on this demand, there are many tourist destinations that have 
begun to offer indigenous or local cuisine in restaurants and hotels. While cuisine has become 
a drawcard for tourists visiting destinations, Zimbabwe has not capitalized on this aspect (Moyo 
et al., 2016:140) and neither has South Africa. Jacobs (2017: para 5) highlights that great 
traditional food cannot be found in restaurants in Cape Town but what you can find is fish, 
chips, and burgers and this is something that needs to be addressed. He acknowledges that some 
supermarkets have started stocking items like sheep’s heads so it is no longer necessary to go 
to the township to buy it. Some tourists visit certain destinations for the sole purpose of 
experiencing the indigenous cuisines offered in restaurants and outlets (Okumus, Okumus & 
Mckercher, 2007:255). 
The education system has been one of the reasons for the decline of the knowledge of 
indigenous cuisine. A respondent in Moyo et al. (2016:147) stated:  
In most high schools and colleges students are taught how to cook a three course or four 
course westernised meal and there is nothing on indigenous cuisine. There is a need to 
preserve and promote the indigenous cuisine in the education system and have it 
documented so that Zimbabwe can be identified by a typical cuisine different from any 
other country. 
The current students are future hospitality managers and will be required to respond to 
challenges that they encounter in the future and their education needs to form a foundation for 
this. The content and quality of the curriculum needs to be responsive to tourism trends and 
should include the relevant and significant component of gastronomy. Additionally, the 
students need to be able to develop an understanding of the history and culture of food and 
drink, while utilizing background and practical business and management skills (Santich, 
2004:22). 
The significance of the ‘rainbow cuisine' led the South African government to consider the 
possible contribution of indigenous food to community development (Snyman, 2004). In 2004 
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the government funded a book titled South African indigenous foods. A collection of recipes of 
indigenous foods, prepared by the generation of women (Basemzansi, 2004). A mixture of 
indigenous foods recipes with indigenous and indigenized ingredients are contained in the book 
(see recipes in Basemzansi, 2004). The role of indigenous food is an indispensable tool for 
community development and well-being, as well as playing a role in tourism (Moroka, 2004; 
Ngubane, 2004:7; Sonjica, 2004). The nation is multi-culturally rich and this makes it essential 
to revive South Africa’s indigenous cuisine. It must be acknowledged that cultures such as the 
Khoi Khoi, European settlers, Indian slaves, Madagascarians, and Indonesians have potentially 
influenced South African cuisine, (Snyman, 2004:5). Although we acknowledge the influences 
of other settlers in South Africa, research has overlooked the importance of black cuisine in 
southern African culinary history (Snyman, 2004:91).  
Okumas, Okumas and McKercher (2007:258) observe that the consumption of food provides 
tourists with an authentic cultural heritage of a society. There are various reasons for the lack 
of awareness of food tourism and its potential in relation to indigenous cuisine. The changeable 
cultural perception of food can be exploited by the consumption of indigenous food. In this 
regard, because of inexperience and ignorance, the youth eat far less indigenous food such as 
leafy vegetables. The development of new recipes is crucial in reintroducing indigenous foods 
into daily food habits in a more urbanised context (Smith & Eyzaguirre, 2007:5). 
Chef Nompumelelo Mqwebu embraces indigenous food but understands that it still needs to 
meet the needs of the current trends. Seid (2017: para 10) quotes Chef Nompumelelo Mqwebu 
as sayings: 
I tell people that my recipe came from my granny, but I had to have it express me as a chef 
today. The younger generation needs a different expression- I want to reach them. You can 
have indigenous food and still be trendy.  
Food is important not only for health but for its symbolic and cultural significance. In South 
Africa, with its cultural diversity and biodiversity, indigenous plants are still used as food; 
however, these are underutilized in favour of more “modern” vegetables (Odhav, Beekrum, 
Akula & Baijnath, 2007:30).The availability of indigenous vegetables has decreased due to the 
widespread cultivation of exotic crops, which include the use of herbicides to eliminate wild 
vegetables. Very few young people are knowledgeable about indigenous food resources 
associated with nutritious food vegetables (Odhav et al., 2007:430). Traditional food has 
become very expensive due to its unavailability and limited information on it, which leads to 
lifestyle and dietary modifications that have health and food security implications (Donkin & 
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Dowler 2002; Sellen, Tedstone & Frize, 2002; Mellin-Olsen & Wandel, 2005; Shaw, 2009; 
Hadley, Patil & Nahayo, 2010). 
The food consumption patterns in South Africa have changed over the years, with an increase 
in the consumption of fast foods and a decrease in home-cooked meals. Food habits are one of 
the distinctive patterns of behaviour, customs and beliefs, which form the “culture” of the 
different communities. One of the main aims of food habits, as indeed of culture, is 
sustainability. Foods believed or known to cause death, illness, stomach upset, difficulties in 
labour and delivery are fastidiously forbidden from the diet. The decision of what food needs 
to be eaten or forbidden rested with the repositories of knowledge, which are the elders and 
local medicine men (Omololu, 1972:165). 
In certain parts of Nigeria, children are not given eggs because it is believed that they will grow 
up to steal and become thieves, which no mother wants. In a paper presented to the Association 
for the Advancement of Agricultural Sciences in Africa (AAASA, 1971) it was mentioned that 
no mother would want their child to become a thief and therefore children would not be given 
eggs to eat. There is, however, a deeper reasoning. Chickens in rural areas have “free range” 
and are not kept in cages. Thus, they lay eggs haphazardly, to be found and picked up by anyone, 
including children. Eggs were, and still are, important sources of money; six eggs on any market 
day will fetch Is. 6d (20 US cents) (Omololu, 1972:165). Groups that have not been included 
in migration studies have also experienced difficulties in coping with a new food culture. For 
example, in the first period of their study life in a new country international students can 
experience a “significant cultural shock” that affects their eating habits (Brown, Edwards & 
Hartwell, 2010:204).  
2.7.1 Vocational learning  
The ability for IK to transcend the normal academic mainstream would require integration into 
the larger educational system, inclusive of the practical learning experience. The vocational 
learning aspect becomes monumental to expanding the body of knowledge, where the 
predominant amount of existent knowledge is western based. This section reviews the role 
played by social integration and how it can assist in the vocational learning process.  
2.7.2 Vocational learning and indigenous culture 
Social integration forms an integral part in bringing various communities together and 
understanding their identities within a society. The cultural heritage of a community is 
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instrumental to the manner in which it has the ability to connect individuals (Di Pietro, Mugonni 
& Renzi, 2018:97). Coupled with this, comes the ability to create resources from this heritage, 
one of which is the creation and innovation of IK. Di Pietro et al. (2018:98) argue that culinary 
traditions can be enhanced and re-innovated through the fostering of heritage and cultures. 
Similarly, Woodhouse (2016:3) reiterates the significance of cultural heritage in cultivating 
knowledge. Woodhouse (2016:2) reflects on how the hospitality sector is one of human 
experience and that it needs to borrow from the social sciences for it to develop as it is currently 
rigid or “unreflexive” to its own knowledge power base. 
This argument points to a more integrated culinary education system but the human experience 
component should be enhanced in the kitchen, where in industry professionals are found. 
Woodhouse (2016:2) is critical of what is currently being experienced and that on-the-job 
education systems are crucial in the reformulation of the curricula of IK; the cultural and work 
experience forms the basket ingredients that will enhance the current knowledge systems. 
Woodhouse (2016:3) terms these the “hidden curricula”, termed as such because they are in the 
teachings that may or may not be documented and this knowledge is communicated through 
conversation and illustration (Woodhouse, 2016). This vocational learning is more 
engagement-based as opposed to textbook learning. This knowledge can be as simple as, for 
lack of a better term, cutting an onion. The techniques and production methodologies are known 
to the indigenous communities that consume these foods.  
Higgs (2011:10) reflects on the decolonisation of education in the African context and what is 
meant to be educated in the context of Africa. The philosophy of education in the African 
context is the refined understanding of the traditions of a cultural group, the understanding that 
comes from the African teaching systems that have historically been through oral 
communication (Higgs, 2011:15). This is consistent with the Trichopoulou, Soukara and 
Vasilopoulou’s (2007:424) explanation of how the IK of traditional foods has been 
communicated in the European Union. In the context of the African setting, to be educated 
entails that one has interwoven the “social, economic, political, cultural, and educational threads 
together into a common tapestry” (Higgs, 2011:15). Consequently, within the African context, 
an individual not versed in their own culture and teachings is uneducated; furthermore, the 
essence of the transfer of knowledge (or education) in the African philosophy cannot be 
separated from life.  
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Any knowledge that is divorced from the current livelihood, socio-economic status or culture 
of Africans, does not form part of an education. It is under this premise that the reformulation 
of the culinary curricula needs to be consistent with what is taught in the African household. 
Any deviation from this compromises the life that they have and becomes unrelatable as the 
culinary knowledge attained from education platforms/institutions and is inconsistent with their 
current socio-economic conditions. The most conscious understanding of this knowledge is that 
African children, predominantly girls, are taught elementary culinary knowledge in the home 
through learning-by-doing experience. This further emphasises the necessity to incorporate 
curricula reform through the vocational learning space. Food embeds the cultural identity of the 
individuals that prepare it, thus sociological drivers are imperative to the recipients of a culinary 
learning process.  
Burford, Kissman, Rosado-May, Dzul and Harder (2012:4) in a case study analysis found a 
continuous marginalization of minority ethnic and racial groups in Tanzania and Mexico. The 
authors highlight the significance of intercultural education and the active inclusion and 
participation of the indigenous groups in these programmes and that a significant portion of the 
education and training of the Maasai is westernized. Burford et al. (2012:6) acknowledge that 
an impediment to development as a learning system is that IK is omitted from the systems’ 
curricula. Putnam, Putnam, Jerome and Jerome (2011:6) concur with this statement pointing 
that the training of educators in IK results in higher academic outcomes of learners in the United 
States of America (USA) and Canada. The authors propose a culturally educational system as 
it enhances the identity of the learners.  
Grey and Newmann (2018:18), through an analysis of case studies, report that food sovereignty 
is critical to enhancing the identity and characteristics of a society or community. It is through 
this understanding that one can recognise that the choice of learning within a formal or 
vocational setting should enable the learner to have a choice with respect to their cultural or 
traditional culinary expertise. Vilakazi (1995:5) opined that cultural identity was an instrument 
of development of African civilizations and it was for this reason that there has been a 
commitment to improve the scope of languages in universities with the rise in lecturers and 
professors of African linguistics. This points to the embedded value of education in culture as 
an enhancement for development which is inclusive of formal and vocational learning. Singh 
and Major (2017:6) looking at aboriginal research, find that there exists a bijectional 
relationship between academic success and the identity-shaping of students. Indigenous identity 
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of students has been found to have substantial impact on the students’ learning performance or 
outcomes (Singh & Major, 2017:17).  
The above sub-section of the review evaluated the role played by culture in the curricula of 
culinary studies. The narrative is driven by the communal and traditional perspective on cuisine, 
cultural identity and how these share interlinkages within the learning process, especially in the 
context of vocational learning.  
2.7.3 Vocational learning and curriculum reform 
Vocational learning occurs during the employment or proactive phase. It can be training offered 
by employers or institutions such as to equip a student for the field. Curriculum is defined as 
the key knowledge of the subject matter (Shay, 2016:778). Hotel and hospitality management 
are vocational degree or diploma programmes that are intended to satisfy the industry’s growing 
demand for skilled employees. Raybould and Wilkins (2005:209) realised that the academic 
curriculum needs to meet the educational expectations and also provide the skill sets to the 
students required in the workplace by the industry. Sibanyoni, Kleynhans and Vibetti (2015:4) 
found that students enrolled for degree programmes in hotel or hospitality management drew 
their motivation from anticipated vocational and career outcomes. O’Mahony, McWilliams and 
Whitelaw (2001:18) share the same belief. Sibanyoni et al. (2015:4) add that the expectations 
of graduates of higher education programmes have always been high due to integration into the 
labour market being easier. However, there are requirements set by employers for graduates 
from HEIs. There needs to be a link between the abilities and skills of students that have 
completed their HEI programmes, and the industry expectation. Sibanyoni et al. (2015) note 
that in reality, this is not the case because there tends to be a shortage of practical skills that 
educators in HEIs are not imparting  to students. Thus, the reform of the curriculum is not a 
change of subject matter but rather a re-contextualisation of the knowledge (Shay, 2016:778). 
Re-contextualization can be for two purposes for the discipline and for vocation. The following 
section elaborates on the latter.  
Bank and Kruss (2019:305) report that formal education, or more specifically the university 
cluster in South Africa, continues to exclude the most marginalised. The current education 
system continues to enhance societal inequalities, and this has brought discourse. Kelly and Gili 
(2009:870) highlighted that this is due to universities being colonial institutions that operate 
using distinct regulations, policy and protocol. The Africanisation of curricula has been 
demanded by the #FeesMustFall movement to make the university curriculum more inclusive, 
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a philosophy consistent with the findings of Burford, et al. (2012:6). Bank and Kruss 
(2019:307) reinforce this, asserting that place-based context in curricula is important in the 
tertiary education system. This is consistent with earlier  studies on the effect of cultural identity 
and education.  The narrative is applicable to all spheres of education, inclusive of vocational 
learning. Shay (2016:771) admits that there is significant value in reforming the curricula but 
the design of the curricula, with respect to universities, would be determined by the purpose. 
Shay opines that the vocational or professional design will be driven by the demands of society. 
The relational autonomy of the university and subsequent curricula reform will be influenced 
and driven by stakeholders, most notably industry, market and academia (Shay, 2016:770). The 
role of the stakeholder, especially in the context of vocational education, becomes significant 
when reviewing the concept, the sense that education is imparted through practices for later use 
in the industries. Hiim (2017:1), in his review of the pragmatic perspective of curricula reform 
in Norway, reports that the theories and practices in vocational learning, which are misaligned 
with what is done in the workplace, render this education and knowledge obsolete. This 
argument further highlights the role of stakeholder, especially corporations and markets in 
hospitality.  
2.8 STAKEHOLDER THEORY AND CURRICULUM REFORM 
The stakeholder theory has been applied in various situations in industry, organizations and 
national perspectives. Stakeholder theory suggests that all organizations have multiple 
stakeholders that have diverse interests and their interests need to be balanced at all times to 
achieve a goal, whether the primary objective is survival, growth or profitability (Freeman & 
Reed, 1983:89). Stakeholder as defined by Freeman and Reed (1983:91) is any individual or 
group that can affect or be affected by the objectives at stake. Stakeholders are people who have 
a stake, so they can either win or lose something as a result of the venture, regardless of the 
organization or the situation (Nankervis, Prikshat & Dhakal, 2018:32). Furthermore, 
stakeholders are defined as “committed value chain partners to create outstanding 
performance and customer service” (Freeman, Wicks & Parmar, 2008:365). In different 
situations, there will be a range of stakeholders with similar or conflicting interests as well as 
different levels of power and influence (Freeman & Reed, 1983:97). As a result, the 
stakeholder profiles will vary. Due to the stakeholder theory originating from strategic 
management theory, it has been applied to various disciplines, including education (Austen, 
Seymour, Brown & Furneaux, 2009:15). 
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Implementation of quality accountability and standards are required for curriculum 
development processes to take place. These procedures need to undergo regular reviews by 
academic committees as well as the student and advisory board council. 
The main stakeholders include university leaders, educational developers, academic staff, and 
students (Ashcroft & Rayner, 2011:21). Sub-Saharan African literature on educational 
development emphasizes that contemporary higher education development is heavily 
embedded in an organizational and broader societal context. There are notable exceptions of 
South African scholars when it comes to implications of stakeholder involvement; however, 
these are limited to the sub-Saharan African context. For example, Meyer and Bushney 
(2008:1232) identify 18 types of stakeholders and propose a multi-stakeholder-driven model 
for excellence in higher education curriculum development. Jita (2006) provides another 
example, Mitchell, Agle and Wood’s  (1997:853) model that includes the concepts of power, 
legitimacy, and urgency. Jita developed a framework for stakeholder identification and salience 
for South Africa’s Higher Education Quality Assurance (HEQA) systems.  
A participatory approach to curriculum development and reform provides both opportunities 
and challenges. The expectation is that multi-stakeholder interaction generated by participatory 
activities can result in the discovery of more sustainable and relevant solutions to contemporary 
educational challenges. However, the management of curriculum development programmes 
and processes becomes complex when various partners are engaged (McKeown, Millman, 
Sursani, Smith & Martin 2006:607). Most especially, there is a lack of insight into the dynamics 
of curriculum reform and its implementation in the context of higher education systems in 
developing countries (Altinyelken, 2010:156). While researchers, educators, and higher 
education decision-makers acknowledge the role of the wider society in curriculum 
development and the importance of considering stakeholder perspectives (Jongbloed, Enders & 
Salerno, 2008; Wiseman & Wolhuter, 2013; Casablancas-Segura & Llonch, 2016), the 
scientific literature is scant when it comes to explicitly discussing participator approaches to 
curriculum change (Ashwin, 2014:3). Where curriculum is discussed, there is very little 
discussion on the relationship between knowledge, curriculum, teaching and learning, 
assessment and the understanding that students develop through their engagement with higher 
education programmes. 
The first stakeholder in the review is the role of academia, mainly the lecturers. Meyer and 
Bushney (2008:1230) discuss stakeholder engagement within universities to understand the 
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drivers for the mismatch of management and academic agendas in the development of 
curriculum. Meyer and Bushney propose a multi-stakeholder model for  HEIs and identify that 
the market for which students are being trained is an important stakeholder and should align the 
learning process conscious of the fact. In this context, this would point to the needs of the 
tourism market. McLaughlin, Whatman and Nielsen (2013:30) concur with the findings of 
Meyer and Bushney (2008:1234) and go further to state that the training of educators should be 
contextualised to incorporate IK and should be communicated to relevant stakeholders. 
Teachers should receive a contextualised educational programme such as to embed IK within 
the development of their respective curricula (McLaughlin et al., 2013:25). The lecturers play 
a critical role in curriculum reforms as they are the ones who create the curriculum framework 
for the various courses and modules. The authors find that the absence of embeddedness and 
curriculum reform are crucial to the learning process.  
The above section outlined the arguments for curricula reform within the culinary space as a 
form of vocational learning, taking a stance from the role played by stakeholders in driving the 
reform in curricula. The lecturers play a critical role in curriculum reforms, as they are the ones 
who create the curriculum framework for the various courses and modules. 
The second stakeholder is the student. Students are key stakeholders of higher education for 
two main reasons. First, the success of the HEI is based on the student and secondly, the students 
have an expectation in the quality of education they are being provided (Borkowski & Ugras, 
1992:962). Student voices are frequently overlooked when it comes to teaching approaches, 
courses and curricula in higher education (Bovill, Cook-Sather & Felton, 2011:133). Student 
engagement is considered crucial to student success in higher education, with engagement 
understood as serious interest in, active taking up of, and commitment to learning (Kuh, Kinzie, 
Shuh & Whitt, 2010:85). Students have an active role in the learning process as part of engaged 
learning (Wolf-Wendel, Ward & Kinzie, 2009:415), with recent calls for students to become 
co-creators of learning (Davis & Sumara, 2002; McCulloch, 2009). Co-creation of curricula 
would mean that students and academics are required to work together to create some or all 
aspects of the planning, implementation and evaluation of the learning experience (Bovill et al., 
2011:138). An example of this can be seen in the case of Queen Margaret University in 
Edinburgh. In this case the academic staff ran an undergraduate programme in environmental 
justice. About 16 students with experience in community activism became a part of the course 
to enhance their capabilities in their respective communities. The academic staff created the 
curriculum framework. The content of the modules was based on what the students were 
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required to know to become active students. What this did was to make the students feel like 
they were being taken seriously and that their participation was meaningful. A similar 
framework can be implemented in the culinary space where students can make suggestions of 
the kind of dishes they would prefer to make in the various food categories to ensure that the 
recipes are indigenous. 
2.9 THE VALUE OF INDIGENOUS KNOWLEDGE IN CULINARY STUDIES 
The following section of the literature review addresses the value of IK outside of the space of 
industry and markets. The culinary graduate will leave an institution or employment space 
equipped with skills although they are limited. The limitation is that their skills could be 
inappropriate for the socio-economic environment in which they are. Outside of monetization 
of IK, there exists immense value from attained knowledge such as food security.  
Ndwandwe and Mudhara (2014:275) highlight the socio-economic benefits of using IK. Given 
the socio-economic environment of indigenous ethnic groups who are economically 
marginalized, the availability to all food groups and staples can be compromised (Ndwandwe 
& Mudhara, 2014:279). IK enables households in the rural areas to cultivate, prepare and 
consume indigenous foods, subsequently assuring that food security is met (Ndwandwe & 
Mudhara, 2014:272).  
IK in culinary studies extends further than the commercialized use; it offers many lessons for 
the landscape of general food consumption. IK has practical lessons for households. Studies 
such as Lambden, Receveur and Kuhnlein (2007:310) found that the use of IK had enabled 
women in Arctic Canada to ensure food security in their households. Traditional or indigenous 
food offers nutritional benefits that supersede those from commercially produced ingredients 
(Lambden et al., 2007:312).  
Ojiewo, Tenkouano, Hughes and Keatinge (2013:291) investigated the nutritional benefit of  
indigenous vegetables and found that the indigenous vegetables had a high nutritional content. 
When prepared in the appropriate manner and served in correct portions, the vegetables met 
necessary dietary needs. Without this knowledge many households would be unable to nourish 
themselves adequately, due to the cost of good, nutritious food and the cost of dietary 
supplements (Ojiewo et al., 2013:291). Consistent and similar results were found within the 
context of Turkey in a pilot study by Löker et al. (2013:395). It was found that a meal plan 
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consisting of wholly indigenous components had nutritional benefits that were consistent with 
international standards.  
Growing preferences for traditional foods in Africa, even in urban areas, illustrate a growing 
market for these foods and that the knowledge how to prepare the food (Ojiewo et al., 
2013:295). The review of the literature in this section highlights that IK has tremendous value 
outside of the hospitality sector. It provides relevant, essential teachings that can be beneficial 
to students. Culinary studies are not simply orientated with the preparation of foods; the 
gastronomy component looks at the significance of nutrition in the very food that is prepared. 
If IK satisfies this component, it necessitates that discussions are needed for inclusion. 
2.10 INTEGRATION OF INDIGENOUS KNOWLEDGE INTO CULINARY
 CURRICULUM 
This section reflects on literature on the framework of an integrated university curriculum that 
is inclusive of IK. Given the discussions on the perspectives on learning (Formal and 
Vocational) in the above section, it is imperative to look into the literature to see how these 
elements can be integrated into and diffused through the university curriculum. The reform in 
university curricula comes from the discourse around the polarizing western view pertaining to 
the role of indigenous African knowledge (Luckett, 2016:420). From a sociological view, the 
colonial past presents challenges for students to learn due to the absence of relevant context in 
the curriculum, creating a divide in the reality between what is being taught and what they have 
experienced, which as a consequence leads to cultural alienation (Luckett, 2016:417).  
Consistent with this ideal is that it can cultivate perceptions that indigenous food is a 
determination of socio-economic standing or said differently, for poor people (Mnguni & 
Giampiccoli, 2015:26) and the upliftment of western foods (Lasater-Wille, 2015:22). Such a 
sociological structure requires a re-contextualization of the educational system and curricula to 
enhance and teach about varying cultural perspectives and to provide insight about negative 
perceptions and narratives pertaining to IK, more specifically indigenous food (Mnguni & 
Giampiccoli, 2015:29). A similar case existed in Peru, whereby indigenous foods was shunned 
and perceptions of western foods gave rise to class distinction (Lasater-Wille, 2015:23). 
Kansiime, Karanja, Alokit and Ochieng (2018:491) report that the stigma or negativity centred 
around indigenous food is a driver of low uptake, when instrumental to nutrition and food 
security. These arguments become integral to the lobbying for a reformed curriculum of food 
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as indigenous food is not merely about the consumption for sustenance but a symbol of culture 
and beliefs.  
One of the roles of teaching is providing a platform to enhance knowledge and insight into 
central themes within subject matter and IK is one such topic. Mnguni and Giampiccoli 
(2015:25) discussed how tertiary institutions became central in driving the inclusion process 
for IK and food. Mnguni and Giampiccoli (2015:29) proposed a framework for the creation of 
a “Teaching and learning centre for indigenous food and cultural tourism”, embedded in the 
hospitality and tourism department of a tertiary institution. The proposed centre would have the 
objective to preserve and determine the authenticity of the indigenous foods to increase the 
preservation of knowledge (Mnguni & Giampiccoli, 2015:29). The centre would comprise a 
research and development component driven by students and academics alike to develop and 
innovate the current offering of traditional foods that can be offered to the industry (Mnguni & 
Giampiccoli, 2015:30). The teaching and learning centre’s philosophy would be  that food 
creates a bridge between cultures and is able to tell the story of a region or country, subsequently 
enhancing the cultural authenticity of any tourist experience (Mnguni & Giampiccoli, 2015:28). 
The integration of IK into a university curriculum is driven by a diverse set of objectives, more 
especially when the university has a large product offering and is multi-disciplinary.  
Similar to Mnguni and Giampiccoli (2015:29), Magara (2015:27) discussed a proposed 
framework(Figure 2.1)  for a strategy to implement an integrated university curriculum in 
Uganda, driven by IK. The strategy would be holistic in nature, in the sense that it would look 
at the various aspects of the socio-economic environment of potential university entrants. The 
framework identifies the varying elements of IK (i.e. beliefs, customs, values) and couples them 
with a management initiative that would form the repository of knowledge (Magara, 2015:36). 
The repository is the information system to be used for the development of the curriculum 
according to the framework (Magara, 2015:27). The framework would not only provide a 
platform for knowledge collection and dissemination but would have a community-centric 
approach, making the knowledge more authentic. This would be done by conducting a multi-
disciplinary survey with IK management experts and professionals as well as by content 
collected in the knowledge archives of libraries and museums. The study in Uganda discussed 
themes that had implications for the university curriculum in general (Magara, 2015:28). These 
are inclusive of skills expectations, history, creativity and personal and healthcare, to name but 
a few. The expectations are that graduates would develop good eating habits driven by IK 
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(Magara, 2015:30), inferring that the knowledge would promote indigenous foods and their 
dietary advantages.  
 
Figure 2.1: Conceptual framework for including indigenous knowledge into university curricula 
(Magara,2015:27) 
The strategies identified in the literature are feasible for the integration of the IK within a 
university curriculum. The strategies, though similar, differ in the composition of stakeholders. 
Magara (2015:25) emphasises the inclusion of community members and government to the 
fostering of a macro environment that will prepare and enhance the potential graduates to thrive 
within the university setting. Magara also highlights elements, such as family literacy, as being 
imperative to the learning, governance being driven by community clans and the government 
taking a silent stance. In contrast, the framework proposed by Mnguni and Giampiccoli 
(2015:30) involves the input of external stakeholders within the early stages (i.e. industry and 
government).  
The embedded assumption of consistency in the framework of Mnguni and Giampiccoli 
(2015:30) poses challenges to the strategy. The section highlighted the rationale and proposals 
for the strategy to implement a framework for the integration of IK in the university curriculum.  
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2.11 CHAPTER SUMMARY  
The review of literature provided a comprehensive description of IKS and the potential that 
these systems have for the curricula of higher education. Outlined in this chapter are themes of 
cultural identity and heritage, which are globally generalizable, given the studies conducted in 
Europe, Africa, the Americas and Asia. These studies illustrate there is an emotional attachment 
and pride that people have towards their heritage. Furthermore, the incorporation of IKS fosters 
this identity, which is imperative to the studies of students. The role and value of IKS in the 
curricula, based on the studies discussed above, is irrefutable. The value is not simply limited 






3.1 INTRODUCTION  
The literature review highlighted the concern that there is not enough indigenous culinary 
knowledge in the current higher education culinary curriculum. The primary focus of this study 
was to explore students and educators’ perspectives on indigenous culinary knowledge and to 
analyse the current culinary curriculum and its role for the African student. Ngcobo (2016:8) 
notes that existing research has shown that for education to be meaningful it needs to have an 
appropriate language and cultural context, which the current culinary curriculum lacks. In this 
chapter, the methods that were employed in executing the research are explicitly explained.  
The chapter presents the basis of certain specific methodological processes and procedures that 
were chosen with the aim to meet and empirically satisfy the previously stated research 
objectives. Consequently, the chapter captures the research design, sampling procedure and the 
processes followed in the collecting and analysing of primary data. For a better understanding, 
the key research questions asked are presented first. Such questions are presented cognisant of 
the research objectives previously detailed in the first chapter. Thereafter, the background of 
the case study area is presented to set the context of the rest of the justification of the methods 
chosen. 
3.2 RESEARCH QUESTIONS  
To achieve the main objective of this study, the following questions will be answered:  
3.2.1 Main research question  
What are the stakeholder’s perceptions of indigenous culinary knowledge in South Africa’s 
HEIs?  
3.2.2 Sub-research questions 
• What are the perceptions of lecturers and students regarding indigenous culinary knowledge in 
the current culinary curriculum?  
• How does the current culinary curriculum promote indigenous culinary knowledge?  
• What kind of conceptual framework can be used to inform the inclusion of indigenous culinary 
knowledge in the culinary curriculum? 
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3.3 BACKGROUND TO CASE STUDY AREA 
South Africa has become a fast growing tourist destination, with most visits being repeat visits 
from foreign countries. The South African tourism industry is vitally important for the country’s 
economy, as it creates income, job opportunities, investment stimulation and infrastructure 
development. As such, the tourism sector should be nurtured to ensure its inclusive and 
sustainable growth (Saarinen, 2009:26). According to Callaghan and Venter (2011:33), 
Johannesburg has been romantically described as Africa’s New York, as it is the economic 
powerhouse of the African continent. One of the best tourism and hospitality schools is based 
in Johannesburg and so are many hospitality establishments. South African History Online 
(2019: para 3) notes that Johannesburg has a variety of accommodation establishments ranging 
from one to five stars. Of the 1 532 establishments, 33% of them are in Johannesburg. Gauteng 
province has 536 conference venues of which 37.9% are in Johannesburg and the majority of 
the 3- to 5-star accommodation establishments have meeting facilities. The demand for 
professionally trained staff in the industry has grown due to the constant increase of 
international and domestic tourists (Jugmohan, 2010:38). The demand for more professionally 
trained staff, however, exceeds the supply. Solidarity Research Institute (2008) reported that 
skills shortages in South Africa indicated that the hospitality industry is suffering from a serious 
skills deficit. A critical shortage of suitably trained employees to business and industry is an 
on-going concern for universities and it is imperative that the skills that universities impart to 




Figure 3.1: Map of Johannesburg  
Source: Southern Domain Online Travel Guides (2019: para 6) 
 
To answer the study questions, Johannesburg, Gauteng province was selected as the area for 
primary data collection that satisfied the study outcomes. There is an inseparable link between 
education and employment. The Culture, Art, Tourism, Hospitality and Sport Sector Education 
and Training Authority (CATHSSETA) plays a critical role when it comes to the skills that 
need to be acquired by the students in their HEIs. CATHSSETA is one of the 21 Sector 
Education and Training Authorities (SETAs) under the Skills Development Act (South Africa, 
1998). CATHSSETA’s mandate is to facilitate skills development within the sub-sectors 
through grants for learning programmes and the monitoring of education and training as per the 
National Skills Development Strategy (NSDS). One of these sub-sectors is hospitality, of which 
culinary studies is a part. CATHSSETA is responsible for numerous activities relating to skills 
development mainly, the developing and implementation of sector skills plans in the different 
sub-sectors, supporting and administering learning programmes and supporting the 
implementation of the National Qualifications Framework (NQF) (CATHSSETA, 2019: para 
2). CATHSSETA forms a crucial part of this study, as it is where decisions on the curriculum 
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are made by experts in various fields. The higher education lecturers selected for the purpose 
of this study were members of a curriculum development committee that is controlled by the 
CATHSSETA office. They are the relevant stakeholders to provide insight on the current 
culinary curriculum taught at HEIs in South Africa as they had already been reviewing the 
culinary curriculum to see if the content was still relevant to the qualification. 
Additionally, Eldeen, Abumalloh, George and Aldossary (2018:961) highlight that employers 
are currently looking for students with good academic achievements as well as those who 
possess soft skills and can adapt well, communicate effectively, have good problem solving and 
interpersonal skills. This emphasis on skills underscores the importance of acknowledging 
skills that will increase employability and integrate them into higher education. The skills 
required from graduates vary based on the employment sector, employer and country. The 
University of Johannesburg’s (UJ) School of Tourism and Hospitality is the only African 
university that has been ranked 20th globally for Hospitality and Tourism Management by 
Global Shanghai Rankings (University of Johannesburg, 2019: para 2). The Global Shanghai 
Ranking is formally known as Academic Ranking of World Universities (ARWU). UJ is the 
university that ranks in the world’s top 1 800 colleges and universities globally and was scored 
1st in Hospitality and Leisure studies by QS Rankings. The QS Rankings are the most widely 
read university rankings in the world. The rankings provide methodological evaluations of key 
areas of HEIs, ultimately offering potential students expert advice proven to align students with 
their chosen path (QS Rankings, 2019: para 6). UJ’s School of Tourism and Hospitality has a 
balance of both theory and practical in the culinary module, which is crucial when looking at 
the demand for not only an academic background but also the soft skills that employers require. 
Therefore, it is the responsibility of the HEIs and CATHSSETA to ensure that they prioritize 
relevant skills for students studying hospitality management or food and beverage operations. 
3.4 RESEARCH DESIGN 
The study employed an explorative qualitative research design. A qualitative study, according 
to Yin (2011), is designed to create new understandings of the meanings people give to their 
lives. By learning about the social and material circumstances, lived experiences and 
perspectives of participants, the researcher can gain an in-depth understanding of the 
phenomenon. Due to the lack of research on this topic in a South African context, an explorative 
qualitative research design was deemed suitable by the researcher. According to Hennick, 
Hutter and Bailey (2011:111), qualitative research assists to understand behaviours, beliefs, 
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opinions and the emotions of stakeholders. This identifies the social, cultural, economic or 
physical context in which activities take place, while uncovering the meaning people give to 
their experiences and the social interactions and values people share, as well as providing depth 
and context to the research. Exploratory research design is usually conducted when there are 
few or no existing studies to which can be referred or on which to rely to reach an outcome.  
The main purpose of an exploratory research design is to decide on which way would be best 
to proceed with the study. This design is helpful as it avails an opportunity to define new terms 
and clarify existing concepts, provides one with background information on a phenomenon; it 
is also flexible in addressing research questions of all types. Thus, in this study, the application 
of qualitative research assisted in providing depth on the phenomenon in question and allowed 
the researcher to understand it from the perspective of the stakeholders involved. Flick 
(2015:11) notes that one of the aims of qualitative research is grasping the subjective meaning 
of the perspectives of the participants. 
3.5 SAMPLE POPULATION, SIZE AND PROCEDURE 
Sampling is the process in which elements or participants are selected for inclusion in a research 
study (Remler & van Ryzin, 2010:68). Non-probability purposeful sampling was used for the 
study. “In non-sampling designs, the elements in the populations do not have any probabilities 
attached to their being chosen as sample objects” (Sekeran & Bougie, 2010:252). According to 
Patton (2002:273), purposeful samples are used to select information-rich cases for the study. 
In addition, “purposeful sampling is mainly used to increase the utility of information obtained 
from small samples” (McMillan & Schumacher, 2014:319). For this study, the sample included 
educators that teach culinary studies at HEIs in South Africa and students studying towards a 
qualification that contains a culinary module, which is described below 
3.5.1 Sample size 
Sampling is defined by Flick (2009:29) as, “the selection of cases or materials from a larger 
population”. Qualitative studies are not specific in terms of how big or small the sample size 
needs to be. Morse (2000:3) notes that there are various factors affecting sample size, which 
range from the scope of the research question, the nature of the topic, the study design and 
shadowed data. Thus, the richer the data, the smaller the sample size required; a broader scope 
would require a larger sample. In this study, data were collected from 44 participants.   
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3.5.2 Sampling procedures  
3.5.2.1 Food and Beverage Operations and Hospitality Management students 
School of Tourism and Hospitality – University of Johannesburg 
Due to the hotel school’s high global ranking, it was identified by the researcher as the ideal 
higher education institution for data collection. The hotel school itself has onsite training 
facilities for the students to do their culinary practicals, without needing to go out into the 
industry. Students studying towards a Food and Beverage Operations or Hospitality 
Management undergraduate diploma qualification were selected as there is a large culinary 
component in these qualifications. The students would do the theoretical as well as the practical 
component of culinary studies at the School of Tourism and Hospitality in Johannesburg. The 
study aimed to understand the students’ perceptions of indigenous culinary knowledge being 
incorporated into the current curriculum; therefore, the students were suitable for the study as 
they are the ones during the #FeesMustFall protests that requested that the curriculum become 
more inclusive to the African student.  
A purposive convenience sampling method was used, where open-ended surveys were the  
instruments for data collection through the students’ Blackboard Learning System. According 
toYaskin (2002:3): 
The Blackboard Learning System is a web-based software system that offers industry 
leading course management, Building Blocks SM architecture for customization and 
interoperability, and a scalable, modular design that allows for integration with student 
information systems, authentication schema, and security protocols. 
The Blackboard Learning System™ also features an online environment that has been designed 
to supplement either traditional learning or distance learning. Through an intuitive interface, 
instructors are able to manage online environments for teaching and learning by using the 
following utilities: Content Management and Content Sharing, Assessment Management, 
Gradebook, Collaboration and Communication, Assignment and Portfolio Management 
(Yaskin, 2002:4). The researcher utilized the platform mainly through content management and 
content sharing for the purposes of data collection. According to Yaskin (2002: 5), instructors 
have control of creating and managing the course content as they have complete flexibility to 
create course content, link assignments, and add tests, surveys, self-tests, and evaluations on 
the Blackboard Learning System. Administering the surveys on the Blackboard Learning 
System (university student portal) was convenient as once the students had completed the 
survey, the researcher could see that it was completed and was able to download the completed 
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survey from the system. The researcher had consent to use the platform (see Appendix D) from 
the culinary lecturer, who also administered the online culinary module on the Blackboard 
platform for Food and Beverage and Hospitality Management students. In addition, the 
researcher was granted access to the Blackboard platform to access the completed surveys from 
the students.  
3.5.2.2 Culinary lecturers 
Qualification Guideline Criteria Meeting  
The continuation of the development of the chef and part-qualification guideline criteria 
document meeting took place on the 17th and 18th April 2018 at the CATHSSETA head office 
in Killarney, Johannesburg, Gauteng. The meeting consisted of culinary educators of HEIs 
throughout South Africa, the majority of which are from institutions in the Gauteng province. 
The guideline committee comprised educators from different HEIs, ranging from private 
institutions, public institutions and Technical Vocational Education and Training colleges 
(TVET), which offer culinary-related modules. As practising academics in the culinary 
curriculum, the lecturers aimed to change the continuous engagement with western and 
eurocentric methodologies and move towards African-centred knowledge and practices. These 
educators were selected because they were part of the guideline development committee and 
are the ones who decide on the content that needs to be taught and the way in which it will be 
executed in a learning and training environment. The guideline meeting is important for the 
purpose of this study as the committee members that were part of the meeting play a crucial 
role in curriculum development for culinary studies in HEIs. In-depth interviews were 
conducted with the stakeholders, which were selected on their involvement in teaching culinary 
in HEIs.  
3.6 DATA COLLECTION  
3.6.1 Primary data sources  
According to Salkind (2010:1096), primary data are the original data that a researcher collects 
first-hand. The researcher then reports on the results emanating from the study conducted 
(Adams & Lawrence, 2015). For the current study, the primary data that was collected by the 
researcher included interviews and online surveys. The use of primary data collection was 
critical as the data collected are relevant to the topic and therefore the degree of accuracy will 
be high. 
50 
3.6.1.1    Interviews  
Interviews were chosen as they allow the interviewer to get a greater understanding of the 
phenomenon from the interviewee, based on their descriptions (Kvale & Brinkmann, 
2009:173). The researcher conducted face-to-face semi-structured interviews containing open-
ended questions with the participants (see Appendix C). The study used open-ended questions 
during the interviews to get an understanding of the culinary lecturers’ knowledge of culinary 
curriculum and indigenous culinary knowledge. Singh and Major (2017:10) highlight that 
indigenous research methods are quite a new field of study although there has been research in 
understanding and applying it, due to it being an emerging field of study. Traud (2017:35) found 
that open-ended questions would be beneficial as they allow for a greater in-depth examination 
of participants’ responses. According to Creswell (2015:216): 
In qualitative research, you ask open-ended questions, so the participants can best voice 
their experiences unconstrained by any perspectives of the researcher or past research 
findings. Open-ended response to a question allows the participant to create the options for 
responding.  
The researcher chose one-on-one interviews as this would develop rapport or a comfortable 
communicative relationship with the respondents, which will assist the researcher to engage the 
interviewee in the interview process. In a one-on-one interview, the interview process requires 
confidential, formal, open and honest communication between the interviewer and interviewees 
(Zikmund, Babin, Carr & Griffin, 2015:245). 
Interviews were chosen as the method of data collection because the researcher hoped to get a 
better understanding of the participants’ views through dialogue and the method in which these 
were communicated. The interviews allowed the researcher to probe the participants for 
information and eliminate possible miscommunication. The respondents that were interviewed 
were the culinary educators who are responsible for the content chosen for the culinary 
curriculum. Interviews were conducted with 13 culinary educators from various higher 
education backgrounds, being universities, private hotel schools and TVET colleges. The 
culinary educators are crucial in teaching and learning as they are the ones who decide on what 
they can use and what not to use, as well as on what topics to focus. A typical interview lasted 
from between 20 and 40 minutes; all interviews were audio-recorded. In all, 13 respondent 
interviews were successfully completed. 
The main themes that were explored were on the indigenous culinary knowledge, curriculum 
and education. In the section on indigenous culinary knowledge, the researcher needed to get 
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an understanding of the perceptions of the culinary lecturers in relation to the culinary 
background they have as well as how they defined indigenous culinary knowledge. This 
information is crucial as it will assist in the interpretation of the current culinary curriculum and 
the level of inclusiveness in relation to indigenous culinary knowledge. The second section on 
curriculum assisted the researcher in understanding how curriculum content selection is done 
and what is deemed as relevant and ways that can be explored in including indigenous culinary 
knowledge in the higher education culinary curriculum. The last section on curriculum was 
more on education in the higher education space and getting the lecturer perspective on how 
the teaching and learning can be changed for the culinary module. 
3.6.1.2    Online surveys  
Surveys are flexible in the sense that a wide range of information can be collected. They can be 
used to study attitudes, values, beliefs, and past behaviours (Sindhu, 2011:15). In this study, 
online surveys provide further insight into the perceptions of the students as stakeholders. 
Alexander and Hjorsto (2019:302) argue that it is important to consider the perspectives of 
stakeholders and highlights that researchers, educators, and higher education decision-makers 
acknowledge the role of the wider society in curriculum development. Additionally, Collins 
(2013:53) recommended that consultations should be held with local and international 
stakeholders, including government, employers, students and crucial academic staff in creating 
relevant curricula and adequate teaching modes. Wyatt (2000:427) noted that online surveys 
were much cheaper than interviews because as soon as it is set up, the same survey can be used 
repeatedly at different times, it is easier to analyse the data as it comes in electronic form once 
completed. This saves time, is also inclusive, and allows the researcher to find a reasonable 
number of participants for the study.  
An online survey was administered on Blackboard. Blackboard Learn as defined by Wikipedia 
(2019), is:  
...a virtual learning environment and learning management system developed by 
Blackboard Inc. It is web-based server software which features course management, 
customizable open architecture, and scalable design that allows integration with student 
information systems and authentication protocols. 
Blackboard Learn was the most relevant method of collecting data as it is a platform used by 
all students and it was easier to direct the survey only to students that have a culinary practical 
and theory module. The survey was addressed to second year Food and Beverage Operations 
and Hospitality Management students as they are the ones that are exposed to culinary on a 
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practical level as well as a theoretical level. Open-ended questions were used in the survey. 
Bryman (2008:69) opined that this was an advantage because the participants would answer in 
their own manner without feeling that specific answers were required. It would also offer 
unusual responses for the researcher, which would identify new areas for the researcher to 
investigate. 
The survey consisted of three sections. The first section covered indigenous culinary 
knowledge, which focused on getting the perspectives of students and their understanding of 
indigenous culinary knowledge. In this section, the researcher sought information from the 
students and if they had had any previous formal exposure to IK. The second section focused 
on any prior formal knowledge students might have on culinary education, whether this was 
from school level or if their first encounter with culinary studies was at an HEI and the third 
section curriculum. In the last section, the curriculum theme was explored. The questions 
looked to understand the perceptions of the students of their current culinary curriculum and 
whether it is inclusive of IK that they can relate to on a personal level. Overall, 31 student online 
surveys were completed.  
3.6.2 Secondary data sources  
Secondary data refers to data that has already been collected for another purpose, but the data 
is still useful for research purposes (Allen, 2017:337). Secondary data has already been 
assembled and are usually historical, not requiring access to the respondents or subjects 
(Zikmund et al., 2015). In addition, the collection of secondary data is less expensive, can be 
acquired rapidly and also assists to gain further insight into the research problem. 
3.6.2.1    Documentary analysis  
Documentary analysis was used to look at the culinary curriculum of UJ for 1st year, 2nd year 
and 3rd year, and analysing it with relation to IK. Documents are standardized artefacts, as far 
as they typically occur in the format of  notes, case reports, contracts, drafts, death certificates, 
remarks, diaries, statistics, annual reports, certificates, judgements, letters or expert opinions 
(Wolff, 2004:284). Documents can be written as text or be in a digital format. According to 
Flick (2015:357), “documents represent a specific version of realities constructed for a specific 
purpose.” Seeing that the main purpose of the curriculum is a guideline of what needs to be 
taught by the lecturers to the students during the time they are enrolled to get their qualification, 
it should then be in line with the realities of the country at the time. Flick (2015:357) goes on 
further to explain that in institutions, documents are mainly there for two reasons; firstly, to 
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record institutional routines and secondly, to record information that is necessary for 
legitimizing how things are done in the routine. These documents become extremely relevant 
when it comes to having to justify problems, failures or mistakes. Using the learner guides for 
1st to 3rd year students assisted to see if the current curriculum was inclusive of indigenous 
culinary knowledge or not.  
The recipes examined in this analysis were obtained from UJ’s School of Tourism and 
Hospitality. Recipes were coded to understand the origin and ingredients of the dishes being 
taught as part of the practical component. These included items such as Chelsea buns, pita 
bread, stuffed aubergine, beef carbonnade and chicken ballotine, to name a few. The coding 
was done to establish from where the various dishes originated and their relevance in 
developing a curriculum that is inclusive of indigenous foods and items. Murphy (2008:99) 
used a process of menu coding in his study when he conducted an exploratory analysis of the 
issues in accessing local food products amongst Relais & Châteaux chefs. The same method was 
utilised in the current study, where the researcher used a process of recipe coding. In the learner 
guides, the dishes were already in the respective groups such as  meat, fruit and vegetables, 
starches and cereals, bread, cake and pastry. The researcher than looked at the origin of the 
various food products to establish from where they originated and if these were the best dishes 
that should be taught in the practical classes. 
The researcher found that document analysis as a data collection method was useful because 
the main issue was around the contents of the curriculum. By analysing the learner guides that 
are currently being used, the researcher realized that it would be beneficial as the learner guides 
can be used as a guideline to compare the responses from the students as well as lecturers to 
what is currently being taught. The gaps between what is expected by the educators from the 
students will be just as visible as the gaps between the perceptions of the educators and the role 
of the curriculum based on the content that is currently in the curriculum and the weighting of 
it. 
 3.7 ETHICAL CONSIDERATIONS 
Due to the study’s focus being on human participation it is crucial that the researcher looks at 
the ethical implications involved with the participation of people and what the participants will 
be required to do for the purpose of the study. Ethical implications had to be considered by the 
researcher because the study was qualitative. 
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To ensure that ethical considerations were followed, the study was granted ethical clearance 
from UJ’s College of Business and Economics Higher Degrees Committee (see Appendix H). 
The participants were required to sign consent forms in which they granted the researcher 
permission to conduct the interviews. Their identities will remain confidential as per the consent 
forms signed by each respondent. The participants were made aware that their participation was 
purely voluntary and they had the right to withdraw from the study at any time.  
3.8 DATA ANALYSIS PROCEDURES  
The main purpose of qualitative data analysis is to interpret and identify the experiences of your 
participants by the process of familiarising yourself with the data (Hennink et al., 2011:306). 
Qualitative content analysis was utilised. Neuendorf (2002), Leedy and Ormond (2005) and 
Berg and Latin (2008) define content analysis as a process where patterns, themes, assumptions 
and meanings are identified by the examination and interpretation of a body of materials, which 
is done in a careful, detailed and systematic manner. Content analysis is a process of analysing 
not only written and verbal information but visual information as well (Elo & Kyngäs, 
2008:107).  
The study was qualitative in nature and a process of coding was used to analyse the data. This 
included grouping of information, firstly into different categories and then later into codes. To 
begin the data analysis, the researcher transcribed the recorded interviews verbatim. The 
interviews were then analysed using content analysis. The coding was done using 
predetermined themes from a study by Guerrero et al. (2010:230). Guerrero et al. sought to 
discover how traditional food in six European countries was defined. From the study, Guerrero 
et al. were able to group the responses into 10 dimensions, which are referred to as the 10 
dimensions of traditional/indigenous food. The 10 dimensions are habit, special occasions, 
heritage, elaboration, sensory properties, health, variety, origin, simplicity, and marketing. 
These 10 dimensions were the themes used to code the interviews, surveys and the culinary 
learner guide to test the 10 dimensions and determine if they were relevant in the South African 
context. The 10 dimensions were then looked at from the stakeholders' perceptions, and 
triangulated into Magara’s (2015:27) conceptual framework of incorporating IK in the 
university curriculum. The conceptual framework was adopted in the culinary curriculum as 
well as the dimensions of traditional/indigenous foods according to the stakeholders. 
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3.9 CHAPTER SUMMARY  
This chapter outlined the methodology applied to this study. It covered the way in which 
participants were selected, the sampling, as well as the data collection procedure that was 
followed. The method of analysis of all the data was also described.  
Due to the lack of research on the inclusion of indigenous culinary knowledge in the culinary 
curriculum in the South African context, the use of a qualitative research design was useful in 
unpacking the phenomenon under investigation.  
The next chapter details the analysis and the findings of the research.  
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CHAPTER FOUR 
RESULTS AND DISCUSSION 
4.1 INTRODUCTION  
The main objective of the current study was to determine stakeholders’ perceptions of 
indigenous culinary knowledge in South Africa’s HEIs. The previous chapter, Chapter Three, 
outlined the methods that were utilised in collecting the data and the research design employed 
to ensure that valid and reliable results were achieved in line with the study objectives. This 
chapter presents a detailed analysis, discussion and the results of the study. The chapter is 
divided into three sections. The first section presents the demographics of the culinary lecturers 
in HEIs in South Africa and the students studying towards a culinary qualification. The second 
part is an analysis of the students’ responses from an online survey and culinary lecturer 
responses given during the interviews. Lastly, the learner guides are analysed in relation to the 
practical component and theoretical component, as well as the contents. 
4.2 RESEARCH AIMS AND OBJECTIVES  
As was previously stated in the introductory chapter, the main aim of the research was to 
identify the current identity of indigenous culinary knowledge in the higher education culinary 
curriculum. The objectives were to: 
• Understand the perceptions of culinary lecturers and students in relation to indigenous culinary 
knowledge in the current culinary curriculum; 
• Explore how the current culinary curriculum promotes indigenous culinary knowledge;  
• Propose a conceptual framework to inform the inclusion of indigenous culinary knowledge in the 
culinary curriculum. 
4.3 DEMOGRAPHIC PROFILES OF RESEARCH PARTICIPANTS  
The socio demographic profiles of the respondents are crucial as they help us understand the 
characteristics of the research respondents. Variables such as age, gender and ethnicity play a 
large role in understanding the responses that were received. In the context of this study, this 
sub-section of findings provides an overview of the respondent profiles in relation to age, 
gender and ethnicity. 
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4.3.1 Gender profile of the respondents  
There was a difference in the number of male and female respondents. As presented in Table 
4.1 below, there were 59% female respondents and 41% male respondents. This suggests that 
there are more females involved in the hospitality industry, whether as students or lecturers. 
Table 4.1: Gender profile of respondents (n= 44, in %) 
Gender Total (n=44, in %) 
Female 59 
Male 41 
4.3.2 Ethnicity profile of the respondents  
The table below is important as determining the ethnic origin of the students and lecturers gives 
a perspective of who creates the knowledge and who consumes the knowledge that is imparted 
in HEIs. Table 4.2 shows that the sample was predominantly black respondents (80%), followed 
by whites (18%), coloureds (2%) and no Indians or Asians. The data draw an image of the racial 
categorization in South Africa using percentages. Furthermore, the data show that blacks are in 
the majority in relation to involvement in the hospitality industry. The data also highlight that 
there is a predominance of black students in HEI culinary studies. The majority of lecturers are 
white (67%), followed by black lecturers (25%) and coloured lecturers (8%). The results 
indicate a mismatch in terms of student and lecturer demographics.  
Looking back pre-1994 during the apartheid era, black people were not afforded an opportunity 
to go to school, let alone become educators, which explains the lecturer pool being mostly 
white. In the current context of the South African curriculum, there is an outcry for the 
curriculum to be more inclusive of the African students. This may be difficult when you look 
at the demographics of the lecturers versus those of the students. With reference to le Grange 
(2016), who investigated decolonising the curriculum notes that the demographics of students 
have changed, especially in previously white HEIs, there has been a big increase in black 
students in HEI. However, the demographics of staff (including lecturers), have not changed as 
there is still a dominance of white lecturers (see Table 4.2 below) who are still using colonial 
teaching methods in HEI. This could be one of the factors contributing to the gap that currently 
exists in the culinary curriculum and its lack of indigenous food. Additionally, Owuor (2008) 
noted that the lack of faith on the educator’s side in relation to IK as part of a curriculum and 
its ability to solve the socio-economic needs of the country becomes a challenge. 
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Table 4.2: Ethnicity profile of the respondents (n=44, in %) 
Ethnicity Students  Lecturers Total (n=44, in %)  
Black  73 7 80 
White   18 18 
Coloured   2 2 
Indian or Asian   0 0 
 
4.3.3 Age profile of the respondents  
Table 4.3 below shows that 52.3% of respondents are in the 18-20 year age group, followed by 
20.5% in the 21-30-year age group, 11.4% in the 31-40 year age group and 15.9% into the 41 
years and older age group. Overall, the data indicate that the students studying at HEIs are 
between the ages of 18 and 30 whereas the lecturers that provide the knowledge are older than 
30 years old. Odhav et al. (2007) found that the indigenous culinary knowledge of younger 
people is lacking, therefore the youth of today are highly reliant on the knowledge provided to 
them by the older generations. 
Table 4.3: Age profile of the respondents (n= 44, in %) 
Age Students  Lecturers Total  
18-20 years 52.3  52.3 
Between 21-30 years 20.5  20.5 
Between 31-40 years   11.4 11.4 
41 years or older   15.9 15.9 
 
4.4 STAKEHOLDER PERCEPTIONS OF INDIGENOUS CULINARY 
KNOWLEDGE 
Before we can even begin the journey of incorporating indigenous culinary knowledge, we need 
to understand it. In the process of understanding the concept of what defines indigenous 
culinary knowledge, the first step is to understand what indigenous or traditional foods are. 
Guerrero et al. (2010:225) concluded that traditional or indigenous food is: 
A product frequently consumed or associated with specific celebrations and/or seasons, 
normally transmitted from one generation to another, made accurately in a specific way 
according to the gastronomic heritage, with little or no processing/manipulation, 
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distinguished and known because of its sensory properties and associated with a certain 
local area, region or country.  
Ten dimensions developed from this definition. Therefore, in a food context when we speak 
about indigenous or traditional food, it comprises these 10 main dimensions—habit, special 
occasions, heritage, elaboration, sensory properties, health, variety, origin, simplicity, and 
marketing. The perceptions of lecturers and students are discussed using these 10 dimensions 
in order of popularity. 
4.4.1 Student perceptions  
4.4.1.1 Heritage  
Food is associated with beliefs, values and the institutional and technological practices involved 
in the preparation and utilization of indigenous cuisine. When speaking of indigenous foods, it 
needs to have a history and a reference. Heritage, when speaking about food, speaks of food 
knowledge transferred from generation to generation. Heritage is personal as it generally relates 
to one’s origin and it linked strongly to one's identity and who one is. Semenya (2018:12) 
mentions that every time Africans eat traditional foods that in itself is an occasion as Africans 
are communal eaters.  
When reference is made to heritage in relation to food in this study, the idea is that food is 
generational and therefore gets passed down from generation to generation. Heritage is specific 
to individuals on the bases that it has a lot to do with from where someone comes and their 
identity. The basic principles of food have been passed down to individuals from their mothers 
and grandmothers mainly through oral transmission. Owusu-Ansah and Mji (2013:5) state that 
because the transmission is oral it is difficult to document or track. The data elucidated that 
individuals were exposed to food heritage by seeing their family members make food or 
farming, which was mainly their mothers or grandmothers; this was how most of them got their 
foundation of food knowledge. These instances and events are seldom documented. 
Students hold the knowledge received from their mothers and grandmothers in high regard and 
connect to these experiences on a personal level; it has a significant link with the people they 
are and their identity. Mapesela (2004:318) states that people cannot be termed indigenous 
without acknowledging the link it has to identity. When looking at the responses from the 
students in the current study, they have a strong bond with food and acknowledge that food is 
a large part of who they are as individuals. One of the student respondents suggests:  
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“It [indigenous culinary knowledge] is very important because there’s knowledge 
of who my people are, how my people lived and what my people ate. That 
knowledge, therefore, lets me know who I am and where I belong.” 
This response underscores how important the students’ heritage is to them as it is a part of who 
they are. Additionally, other students revealed:  
“My culinary background was inspired by my grandmother.” 
“I won't do fine dining as a chef but prepare food based on the recipes my mom 
used to cook for me and my family when I was young.” 
“My culinary background was mainly influenced by simply substantial farming my 
grandmother had a small garden of spring onions, tomatoes, and pumpkin. Our daily 
meals were based around that. My late great grandmother owned a huge chicken 
farm, and the tradition of making different dishes was passed on to the next two 
generations.” 
These responses are a clear reflection that although students learn a lot from their formal 
qualification, their understanding of food and the value placed on food comes from home. This 
is supported by Tshukudu and Trapido (2017:11), who acknowledge that we all grew up eating 
food with different ingredients, recipes and learnt different food-related behaviours, which are 
still special and culturally unique to everyone. This is an aspect of their heritage. The way in 
which they learn to prepare food at home stays with them and becomes what is traditional and 
authentic to the individual. In addition to that, there is also a close emotional connection with 
the food. 
The links between the foods eaten as a child influence what foods are consumed as young adults, 
which show the role culture and heritage plays in one’s life and is part of one’s identity.  This 
could explain why individuals might want to eat certain foods only at their grandmothers’ 
homes; they perceive it as authentic, compared  to the way they might prepare it. Kaya and 
Yurtseven (2011:264) note that it cannot be ignored that food reflects life and cultural 
inheritance. Furthermore, the link alludes to the overall experience of the grandmothers’ 
cooking and preparation of the food; it is more than just the food itself. One of the students said: 
“Traditional cuisine operates as an expression of cultural identity.” 
What the data emphasised was that heritage is very personal and linked to various memories 
experienced by people. The link between identity construction and cuisine is unbreakable 
(Lyons, 2007; Hermansen, 2012). Concerning heritage and food, it is quite evident from the 
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responses that most of the participants learned about food at home and the level of awareness 
shown by the students in them understanding themselves as Africans and what African culture 
and heritage means to them. 
When discussing heritage, there is an overlap with four other dimensions. These will all be 
discussed under the heritage umbrella as they are very interlinked. The other dimensions are:  
a) Made in a concrete way  
b) Sensory properties  
c) Habit  
d) Special occasions  
4.4.1.2 Made in a concrete way and sensory properties 
Most cooking practices are generational, meaning the way in which the food preparation is 
passed from generation to generation. As one learns the process of food preparation at home, 
the way one has seen it prepared will be the exact way one prepares it, as this is the only way 
one knows. Traditional food, as interpreted by Kwik (2008:2), is necessarily a process that does 
not change. Therefore, wisdom is passed from generation to generation, where people have 
learned not only to produce food but to prepare it the same way, learning from earlier 
generations to preserve the tradition of the respective culture. Food preparation makes it easily 
identifiable amongst a group of people and therefore preserving information on how food is 
prepared is crucial in the process of promoting it as well as preserving it (Moyo et al., 
2016:147). 
Walters (2015) conducted a study on the influences and perceptions of high school students in 
New Mexico on food practices. Walters (2015:32) found that regardless of the geographical 
area in people were based they still held on very tightly to the food that had become a part of 
their culture; however, they might not take part in cultural practices as they believed their foods 
confirmed and supported their identity.  
People come from different places and have different backgrounds, which will influence the 
way they eat. The preparation of dishes that they make will be different although they might be 
using the same equipment and similar ingredients. We can all be drying our morogo, but the 
manner of drying may vary based on the generational knowledge we all possess. One of the 
students indicated that: 
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“Most people preserve foods by drying them in the sun according to the process 
taught to them by their parents.”  
This does not mean that is the only method that can be used to dry  or preserve food, it is just 
the way the specific individual has been taught. This is just one of the many cooking methods 
and practices that can be taught. 
We also need to acknowledge that even though the foods we eat may be different, the way we 
prepare food is probably still the same, as noted by one of the students: 
“There are different food changes in our everyday lives and the fact that the old 
methods are the ones still in use.”  
Immigrants take the food of their countries with them wherever they go and cooking traditional 
food is a way of preserving their culture when they move to new places. 
The holding onto food and the way food is prepared has a lot to do with the preparation but also 
the feelings that a person associates to food, the overall experience. This could be the way the 
food looks, feels or smells. These connections can result in the awakening of positive emotions 
in a person (Osdoba, 2015:9). An excellent example of food creating happy emotions comes 
from a well-known author, Marcel Proust (McCrunn, 2015: para 3). In his writings, he describes 
how the taste and smell of madeleine cake takes him back to his childhood and he can even 
recollect the environment in which the cake was eaten. Semenya (2018:19) states:  
No matter how you see it, food always creates a reaction. What that reaction is is 
determined by various factors such as location, immediate surroundings, company, the time 
of year, time of, day, aromas and conversation.  
4.4.1.3 Habits and special occasions  
The cultural background of individuals creates food habits. Cultural background is becoming 
very topical in literature concerning food choices. The food choices that are made by an 
individual have an unbreakable bond with the cultural habits that they have learned over time. 
When we refer to habits and food, it is perceived as food that is eaten daily or quite frequently, 
so it is a large part of your life Guerrero et al. (2008:25). Cultural background is a crucial part 
of food choice and habit because as people we build emotional connections with the food we 
consume and therefore this dictates what we believe is appropriate to eat (Dweba & Mearnes, 
2013:566). 
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The family dynamic has changed drastically over the last few years. Previously women were 
the ones who were solely responsible for food preparation in homes. Mutsago (2011:4), in his 
study titled An African dining experience, found that in Cape Town, South Africa Malay women 
passed down their culinary expertise to their daughters, however, the recipes changed slightly 
due to the availability of ingredients. In the current study there is evidence that women were 
the main carriers of food knowledge. Students responded that knowledge was transferred to 
them by their mother, grandmother or great grandmothers. This dynamic is still there however 
women of the 20th century are professionals and not stay at home moms with ample time on 
their hands. Pasquini and Young (2009:22) acknowledged that fast foods have become popular 
in households as they are very convenient and reduce the time that would be used in food 
preparation. 
We cannot, however, ignore that food habits change with the times. Tshukudu and Trapido 
(2017:15) note that the availability of traditional foods does not necessarily mean that it needs 
to be eaten  daily as the world is changing rapidly and we can still consume “modern” foods. 
However, one of the students mentioned:  
“We still stick to growing food at home and ensure we only consume freshly grown 
food and not processed foods and this has been passed on from generation to 
generation.” 
We can see that in some African households they have not allowed urbanisation to take over 
and control their lives. They still live authentically and these are the types of skills that need to 
be taught to students. However, this is not the case in most households in South Africa.  
Habits and special occasions are very closely linked in that what is generally eaten daily is a 
way of life and therefore celebrations themselves have their habits attached to them. There are 
certain rituals, traditions and dishes associated with different events, such as funerals, weddings 
or coming of age. Semenya (2018:13) reports that growing up in South Africa you become 
familiar with animals being slaughtered for rituals and gatherings. The students were clear in 
their responses on how habits and special occasions are treated in their respective cultures. The 
following responses were received from the students: 
“There are certain laws, which are put in place to preserve cultural food traditions 
for example if there is a wedding there must be wild spinach prepared according to 
the traditional way.” 
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“In my culture, when we have ceremonies it normally expands to having all 
traditional goodies and foods. Everything is made from scratch and in large 
quantities. We go to the extent of slaughtering a cow sent by the ancestors, also 
depending on the animal praised by our ancestors. After cooking everything and the 
ceremony, food is shared amongst the families.”  
“The basic knowledge and the social characteristics associated with my community 
are typically seen during Heritage Day or celebration. The community makes 
various preparations for welcoming people celebrating the traditional day such as 
different types of spinach, mopane worms and preparing special meals and 
beautifully decorated dishes using fresh ingredients, each of which has a symbolic 
meaning. These dishes are served on special tableware and shared by family 
members or collectively among communities." 
These responses give one a clear understanding of the way Africans celebrate, which are all 
habits, as it is something familiar to them and how they grew up doing things. For example, 
Semenya (2018:34) reflects in his book Dijo, on Ting ya Mabele with Tshotlo: 
Tshotlo is how meat is cooked after it has been freshly slaughtered when we have rituals, 
family gatherings or weddings. Normally, it is beef that is cooked this way as it has more 
stringy muscles that make for the best kind of pulled meat. At funerals, you will see plates 
piled high with ting and tshotlo. 
4.4.1.4 Health  
Food that has been identified as traditional in Africa has a variety of health benefits, such as 
reducing the chances of developing chronic degenerative diseases (Goldrick-Rab & Broton, 
2015:15). In a study by Lambden et al. (2007:316) on traditional food attributes, they received 
statements that linked indigenous/traditional foods to health. The statements they had were 
“Traditional food is healthy”, “Tradition food has more iron” and “Traditional foods make your 
blood strong”. Their study was conducted in a Canadian context, which suggests that there is a 
widespread population of individuals who link traditional/indigenous foods to health. The 
student responses in this study  were similar, as can be seen below:  
“It teaches me what food to consume, where it originated and the contents of the 
food to live a healthy life.”  
“I am a second-year student who has learned about various indigenous food and the 
manner in which a healthy lifestyle is maintained.” 
Indigenous food is healthy and can be used to maintain a healthy lifestyle. The health aspect 
was noted as quite important to the students and this could be for various reasons. The 
participants associated indigenous foods with the concept of health, this it was healthy, full of 
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nutrients and generally, that it is right for you and your wellbeing. Moyo et al. (2016:139) report 
that many health benefits can be derived from indigenous foods. 
The students did not necessarily disagree with the relationship between health and indigenous 
foods and supported it, making statements such as: 
“Look at what people love, what is convenient and what would increase the life 
span of people.” 
There is a general perception that indigenous cuisine is healthier than foods we are currently 
eating, which are said to be genetically modified. Therefore it is crucial that there be indigenous 
foods incorporated into the curriculum as in the long run they can become a part of our diet 
making it healthier and because it is food we can relate to ,there is a higher chance that the 
knowledge will be passed on for generations to come. 
4.5 CURRENT CULINARY CURRICULUM (2018)  
The current culinary curriculum that will be analysed is the curriculum from the first year until 
the third year. This will then form the second part of the analysis. The analysed curriculum is 
for the gastronomy module, Gastronomy is inclusive of three parts in the first year and second 
year, these are culinary, gastronomy and nutrition and in the third year, it is nutrition and 
gastronomy theory. The analysis is inclusive of both the theory and practical components of as 
well as how they come together. In the analysis of the curriculum, the researcher was able to 
make sense of the lecturer’s perception as the current curriculum is a result of this. 
4.5.1 First year  
4.5.1.1 Culinary theory  
The themes covered are the science of weight and measures, cooking methods, meat, vegetables 
and fruits, starches and cereals (potatoes, grains, and pasta), dairy products, kitchen staples, and 
eggs as well as the principles of the bake shop, bread cakes and pastries. The difference is that 
with Culinary studies and Nutrition for first years the kitchen brigade was covered as part of 
the culinary theory and in gastronomy as part of gastronomy theory. Otherwise, the section on 
culinary theory has precisely the same content for both modules. 
As part of the teaching of the theory, various tools have been used to assist students to better 
understand concepts, and one of the tools used was  films. Regardless of the use of films, the 
students were not accommodated in the sense that the same eurocentric themes and methods 
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they were taught in class were also emphasised in the films. The major films that were used 
were Burnt (2015), Chefs Table (2015), El Bulli–Cooking In Progress (2010) and Foodies: The 
Culinary Jet Set (2014). In the process of analysing the content and discussions on the different 
themes under the culinary section for first years, it became evident that there is very little 
information on indigenous culinary knowledge in South Africa. Furthermore, there is a 
eurocentric dominance in the current culinary section, which uses eurocentric films rather than 
South African films, as well as YouTube videos under each section, that are relevant to other 
countries but not to South Africa.  
An example of topics covered are the kitchen brigade, which looks at the history of cooking 
from the French perspective and features a variety of videos from Escoffier as well as the Roux 
Scholarship. The cooking method section looks at the history of English food and has a section 
on Heston Blumenthal. Heston Blumenthal’s Kitchen Chemistry is covered in the fruit and 
vegetable section. In the meat section, Britain’s Really Disgusting Food is covered. The dairy 
section covers the Roux Omelette Test and Starches. The BBC documentary, The Foods that 
make Billions, shows the scientific principles of the bake shop, such as Unwrapped Cookies 
Special. In all of these YouTube videos there is no connection whatsoever to the African student 
or the South African context. 
Incorporation of indigenous culinary South African knowledge should not even be an issue 
when it comes to food products. Food, other than being the source of nutrients, carries a lot of 
heritage and culture in it and therefore be treated as such. Links between food and people are 
critical. When looking at themes such as meat, there is more to meat than mad cow disease, 
Avian flu and the H1N1 virus. Meat, for example beef, has a more significant meaning in South 
African cultures and cattle slaughtered for various reasons. This can be seen in Mnguni 
(2006:20) as he looks at slaughtering from a cultural perspective. Mnguni covers slaughtering 
for different stages of life and one can see the importance of slaughtering for special occasions. 
The slaughtering of a cow was done for ceremonies such as Umnqwabo (Funeral), Ukubuyisa 
(Cleansing ceremony), Umemulo (Coming of age), Umshado (Wedding), Imbeleko (Childbirth) 
and Umqhoyiso (a fine for the loss of virginity). These are a few specific to the Zulu culture, 
however, these are not only practised by Zulus but generally across all African cultures. The 
same applies to fruits and vegetables, dairy products, kitchen staples, eggs, starches and cereals, 
as well as bread, cakes and pastries. 
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4.5.1.2 Gastronomy theory  
In understanding the culinary space, one needs to understand the history of cooking. The first 
year covers the kitchen brigade, understanding gastronomy, the history and origins of 
gastronomy, the great chef’s family tree, and food and culture. These sections give the student 
a better understanding of how all the food processes and cutting methods have come to be. The 
foundation for understanding these is built on Escoffier (1903), known as the King of Chefs. 
The culinary history is covered as well as European gastronomy in the 21st Century, the 
introduction to the development of gastronomy in Europe, the great chef’s family tree, which 
speaks about the historic leaders and Escoffier’s legacy, international chefs such as Heston 
Blumenthal, David Chang and Ferran Adria, Michelin stars as well as profession. In relation to 
food and culture, this section is a mere drop in the ocean in relation to including more content 
that is relatable and relevant to the South African student. Gastronomy is then discussed in a 
South African context in relation to role players in South Africa and the Eat Out awards. 
However, there is still a eurocentric dominance when it comes to types of world cuisines. 
Although the Eat Out awards pertain to South African-based restaurants and product offerings, 
it is judged on European standards. 
4.5.1.3 Nutrition  
The section on nutrition mainly addresses the importance of basic nutrition in a diet. It covers 
the essential functions and characteristics of food and the effects of culinary processes on 
physical, chemical and sensory conditions of food components such as proteins, carbohydrates, 
lipids and menu planning. 
4.5.1.4 Practical components 
The practical is where the theory needs to be put into practice. However, this is not the case in 
relation to culinary studies practical but the gastronomy section is well covered in the section. 
It is interesting to see that although the sections covered in gastronomy and culinary studies are 
not the same, they use exactly the same recipes for the practical component. Gastronomy covers 
almost all the culinary content but culinary has no gastronomy content and therefore, based on 
the recipes that are currently being covered, is actually more relatable and beneficial for the 
gastronomy students.  
The main sections in the theory and practical are starches and cereals, meat, fruits and 
vegetables, dairy, and cakes and pastries. The recipes cover a variety of meat dishes but none 
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are South African and the same concept applies to the other food types. These were some of the 
dishes in the practical guidelines. 
Table 4.4 below depicts dishes that are prepared as part of the culinary and gastronomy practical 
component, as well as their origin. 
Table 4.4: Dishes of the culinary and gastronomy practical component and their origin 




“You may have heard that Hamburg, Germany is the home of the first hamburger” 
(Avey, 2013) 
Beef Curry “Curry dishes are not only rich in taste, but they also stand as an important symbol of 
cultural heritage and regional identity particularly in South Asia” (Lovell, 2017) 
Chicken 
Ballotine  
“Ballotine is a cooking term used to describe a method of cooking and presenting meat. 
Ballotine in French means parcel or bundle, and that is what it is, a bundle of meat” 
(Cooksinfo, 2019) 
Schnitzel  “The schnitzel is probably the most popular meaty dish hailing from the German lands” 
(I Like Germany, n.d.)  
Beef 
Carbonnade  
“Carbonnade is a classic Belgium stew which features moist chunks of beef bathed in a 
hearty beer broth” (Adams, n.d.)  
Fruit and Vegetables 
Stuffed 
Aubergine  
“Stuffed eggplants are common in Turkey and in Sephardi communities“ (Guttman, 
2013) 
Spinach  “Spinach’s place of origin is ancient Persia or today’s Iran and surrounding countries” 
(Vegetable Facts, n.d.) 
Pumpkin 
Fritters 
“Fritter derives from the Latin frictura, meaning ‘a fry’. Frictura, in turn, derived from 
the Latin berb frigere which meant to fry or roast”( Erict, 2014)  
Starches and Cereals 
Couscous “Couscous (from the Berber word k'seksu ) is the staple product of North Africa and the 
national dish of the countries of Maghrib, that is, Algeria, Morocco, and Tunisia”(The 
Encyclopedia of Food and Culture, 2003) 
Pasta  “Nothing says Italy like its food, and nothing says Italian food like pasta. Pasta is an 
integral part of Italy’s food history (Demetri, 2018) 
Bread, Cake and Pastry 
Lemon 
pound cake  
“The exact origin of the lemon cake is unknown. It is probably derived from the pound 




“This sweet, sticky treat is a square-ish form of currant bun first created at the Chelsea 
Bun House on the Chelsea/Pimlico borders” (Sukhadwala, 2015) 
Pita Bread  “lt is also known as Arabic bread, Syrian bread, and Lebanese bread, pita bread (or 
pitta) is soft and slightly puffed flatbread made from wheat flour that takes its roots 
from the Near East, presumably Mesopotamia, around 2500 BC” (Marcene, 2016) 
 
The recipes in the table above show the idea and the types of foods that the students are taught 
to prepare. Most students have probably never heard of these before as they are from the rural 
and disadvantaged parts of South Africa, which makes it even more difficult for them to relate 
to the food and understand it. The dominance of foreign food over South African foods leads 
to a disconnect between the educators and the students. The educators do not understand how 
to incorporate indigenous or traditional South African foods into the curriculum. This problem 
is not specific to this particular university but exists in other universities and cooking schools 
as well.  
Over a period, some South Africans have undertaken to document and publicise the traditional 
foods of South Africa, such as books by Mpho Tshukudu and Anna Trapido, Lesego Semenya 
and Nompumelelo Mqwebu, to name a few. These books are stories of normal South Africans 
as they journey through their pasts and speak about the food they used to eat and share recipes 
that are close to their hearts. In the books Eat Ting (Tshukudu & Trapido, 2017), Dijo 
(Semenya, 2018) and Through the Eyes of an African Chef (Mqwebu, 2017), it is evident that 
we have South African foods that could potentially become part of the current culinary 
curriculum. South Africa is rich in recipes and different foods that can be covered in meat, fruit 
and vegetables, cereals and grains, dairy. We have reached a stage where we are moving from 
a place where no documented recipes existed, but now they do.  
Table 4.5 below contains some South African dishes from three South African cookbooks that 
could form part of the culinary curriculum.  
Table 4.5: South African dishes from three South African cookbooks that could form part of the 
culinary curriculum  
EAT TING  DIJO  
THROUGH THE EYES OF AN 
AFRICAN CHEF  
Meat 
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Tripe and trotters curry  Spicy trotters 
Usu (Tripe) chilli soup with 
dumplings  
Mala and hearts  Masonja and tomato relish  Goat Curry  
Oxtail  Asian style oxtail  
Umleqwa (Sunday pot roast 
chicken)  
Fruit and Vegetables 
Cream, rosemary and bacon 
amadumbe 
Roasted beetroot, feta and 
balsamic  
Amadumbe salad served with 
homemade pesto  
Thepe ka Lebotsane (Amaranth 
and green pumpkin”  
Creamed spinach my way  Imbuya/amaranth and potato  
Amakhowe mushroom soup  
Roasted sweet potato, feta and 
balsamic tart  
Marula sorbet  
 
Table 4.5 continued 
Starches and Cereals 
Mabele - classic unfermented 
sorghum porridge  
Mageu  Coconut rice and beans  
Millet, cabbage and pumpkin 
seed salad  
Ting ya mabele with Tshotlo  
Samp and Beans in bone 
marrow  
Sorghum polenta with bacon 
and spinach 
Umngqusho “Risotto”  Amahewu  
Dairy 
Amasi curd cheese  Frozen strawberry yoghurt  Amasi no phuthu  
Baobab smoothie with raw 
pumpkin seeds  
Inkomazi panna cotta  Ballymaloe vanilla ice cream  
 Nut granola with amasi curd  
 Makipkip White chocolate 
mousse  
Baobab and banana smoothie  
Breads, Cake and Pastry 
Whole wheat mielie bread  Kasi Scones Isinkwa sombila- corn bread 
Sorghum flapjacks  Magwiya with liver paté  Sorghum millet bread  
 Koeksisters  
Baobab cheesecake with 
blueberry reduction  
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Using cookbooks written by black South Africans gives a perspective from the general African 
upbringing. These recipes show that indigenous ingredients are not as boring as they have been 
perceived to be. They can be used in various ways to keep them relevant in an ever-changing 
industry that has various food trends. 
4.5.2 Second year  
In the second year of study, there is a visible difference in the content for gastronomy and 
culinary studies. The gastronomy module is divided into two parts, being nutrition and 
gastronomy, and the culinary is just culinary studies and nutrition. Table 4.6 below compares 
the differences in modules for Gastronomy 2 and Culinary Studies and Nutrition 2. 
 
Table 4.6: Topics covered in Gastronomy 2 and Culinary Studies and Nutrition 2 
Gastronomy 2 (Theory)  Culinary Studies and Nutrition 2 (Theory )  
Nutrition Theory Basic nutrition 
Menu planning (Science of Nutrition) Menu planning 
Food-Based Dietary Guidelines (South African) Factors affecting food consumption and acceptance 
Developing menus (eating habits of world 
populations)  
Vegetarian meals and other dietary habits  
Analysing South African menus  Kosher meals  
Gastronomy Theory Muslims and Hindus  
Cooking, cuisine and cookbooks/resources/internet  Eating habits of world populations  
Meals and mealtimes  
Restaurants and meals out   
Menu planning (classic French cooking)   
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4.5.2.1 Gastronomy module 
In the second year, gastronomy begins to include South African aspects as part of the teaching. 
The way the module is set out contextualises the topics into a South African setting 
(theoretically). However, this is still not enough. 
4.5.2.2 Nutrition theory  
In the menu planning (science of nutrition), one of the purposes is to give students a broad 
understanding of current nutritional and social debates to inform menu planning in a South 
African context. However, in terms of discussion there was a significant focus on the United 
States Department of Agriculture (USDA) Food Pyramid and the USDA MyPlate. There was 
no discussion on how this would be implemented in a South African context. When looking at 
the factors affecting food consumption and acceptance, a comparison can be made between the 
USDA's MyPlate and the South African Food-Based Dietary Guidelines cycle. Discussions 
centre around the food eaten in South Africa, dietary customs practised and the criteria required 
for service and production of South African menus (Food and Agriculture Organisation of 
United Nations [FAO], 2019). The importance is then undermined in discussions of menu 
evaluations. In identifying ethnic groups and South Africa, the order in which they appear is, 
“Chinese, Greek, Portuguese, German, Italian and black population based in South Africa”. 
Looking at how other cultures are given priority in the current curriculum, it becomes evident 
that the majority of the South African population is the least considered when making decisions 
pertaining to their education and inclusion in learning. The different cultures and ethnic groups 
that are studied are Chinese, Greek, Portuguese, German, Italian, and then finally the black 
population of South Africa. Based on these cultures, a further look is then taken into their eating 
habits and food practices. It appears that the black South African population is an afterthought, 
although they should be the priority because the majority of the South African population is 
black. 
4.5.2.3 Gastronomy theory  
In the gastronomy theory, the themes covered are cooking, cuisine and 
cookbooks/resources/internet, meals and mealtimes, restaurants and meals out as well as menu 
planning (classic French cuisine).  
In understanding gastronomy, the topics always seem to lead to French culinary trends. The 
curriculum explores the evolution of mealtimes but from a European perspective,  one of the 
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purposes of meals was to “understand European origins of currently acknowledged meals and 
mealtimes”. Another  purpose was “to enable students to interrogate the history of South 
African meals and mealtimes”. However, in the discussions there was a lack of a South African 
presence. That carried through to the restaurants and meals out, as the main focus was on 
gastronomy in 19th Century France and the history of the restaurant. The way that the curriculum 
is structured would explain why the probability of purchasing takeaways (food away from 
home) is highest in white-headed households, followed by African/black, coloured and lastly 
Indian/Asian-headed households (Blick, Abidoye & Kirsten, 2018:57). The main reason that 
the availability of ethnic foods in commercial spaces was low is because they are not in the 
majority when it comes to purchasing take-aways. As a result, the needs of the majority white-
headed households are prioritised. This is a valid argument and looking at a curriculum in 2018 
that is still not promoting the use of ethnic and traditional foods in teaching, there is a long way 
to go before the food makes it to the commercial sector. 
As a country, for ethnic foods to be readily available in commercial spaces there needs to be a 
process of learning and understanding what these foods are, where they come from and how 
they are prepared. We currently find ourselves in a position where even culinary schools are 
not covering enough traditional and indigenous food content for it to become a market to enter. 
The restaurants and the concept of eating out is interesting because even Africans have resorted 
to consuming non-indigenous or traditional foods in restaurants, which has led  to the belief 
that there is no market for ethnic foods .  
Over time, cookbooks have been written by everyday South Africans, which can be used as a 
source of knowledge, especially as the gastronomy theory covers a section that looks at cooking, 
cuisine and cookbooks/resources/Internet. This is where books on traditional and indigenous 
South African foods play a role in learning about the ingredients as well as the methods of 
preparation in making them. 
4.5.2.4 Practical  
When looking at the practical gastronomy component, the gap between the theories is large. 
There are new topics covered in the practicals that were not covered in the theoretical aspects; 
there are topics and themes covered in the theory that are not covered in the practical section. 
The theory of gastronomy and the practical component are unaligned. The only themes that are 
aligned are menu planning and special dietary requirements. The themes covered in the practical 
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are sauces and soups, meat cuts, offal and venison, poultry and ostrich, fish and seafood, pasta 
and gnocchi, breads, pastries, desserts, meringues, cakes, chocolates, truffles and sugar-work. 
4.5.2.5 Culinary studies and nutrition theory  
The themes covered, as mentioned previously, are basic nutrition, menu planning, factors 
affecting food consumption and acceptance, vegetarian meals and other dietary habits, Kosher 
meals, Muslim and Hindu and eating habits of world populations. 
These themes attempt to cover the South African aspect but inadequately so. In the menu 
planning, vegetarian meals and other dietary habits, there are no links to South Africa at all. 
There is a strong focus on kosher meals, Muslim and Hindu eating habits, as well as those of 
other world populations. There is almost no focus on South African food; eating habits in the 
learner guide are referred to as “Chinese, Greek, Portuguese, German, Italian, and black 
population based in SA”. This clearly shows that the eating habits of foreign people and cultures 
are prioritized above those of South Africa, even in an African university based in South Africa. 
We can see that the dietary practices are very religious, but how can we even begin to look at 
the eating habits of people outside of South Africa and not those in South Africa first. 
4.5.2.6 Culinary studies and nutrition practical  
The practicals in the second year cover menu planning, vegetarian, an extension of sauces and 
soups, meat cuts, yeast, offal and venison, fish and seafood, pastries (intermediate), chocolate 
work, sugar work and kitchen management. The links between the theory and practical are 
currently non-existent, and there is a significant disconnect between the two. 
4.5.3 Third year  
Table 4.7 below lists the themes covered in Gastronomy 3, and Culinary Studies and Nutrition 
3.  
Table 4.7: The themes covered in Gastronomy 3, and Culinary Studies and Nutrition 3  
Gastronomy 3 Culinary Studies and Nutrition 3 
Nutrition Theory  Introduction to therapeutic nutrition  
Adjustments to menus  
Gluten free  
Low Calorie meals  
Low cholesterol diets  
Different kinds of therapeutic diets and menu’s  
Bland meals, Gluten free meals, high fibre meals, 
low calorie meals, low protein meals, lactose free 
meals, low purine meals, non-allergen meals, non-
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Lactose free meals  
Food related allergies and intolerances  
allergen meals, Vegetarian, Hindu, Kosher, and 
Muslim meals, infant meals, children’s meals  
Psychological effects of food Meals for immune compromised individuals  
Meals for immune compromised individuals   
Culinary Practical  Culinary Practical  
Management principles applied to planning and 
executing an event 
Management principles applied to planning and 
executing an event 
Food and beverage management  Food and beverage management  
Gastronomy Theory   
Historic gastronomic writings  
The relevance of the study of gastronomy   
A modern approach to gastronomy   
 
The current third year gastronomy and culinary curriculum content is almost exactly the same, 
the only difference being gastronomy is covered in the gastronomy theory. However, in the 
practical component for both modules they are assigned the same assignment, which is not in 
line with the theory covered in the theory component. The theory mainly focuses on diets related 
to illnesses and how menus can be created to accommodate people with various illnesses, where 
diet plays a major role in the control thereof.  
Looking at the practical aspect of the curriculum, it is based mainly on management principles 
applied to planning and executing an event and food and beverage management, which is not 
aligned with the content covered in the theory. In vocational learning programmes, the purpose 
is to ensure that what is learned in theory is put into practice. In this case, when looking at the 
rubric used for the assessment of the events assignment (see Appendix G) where the students 
had to plan and execute an event, there were only 10 marks allocated for the cooking of the 
food; the balance of the marks were allocated  to the planning and execution of the event, which 
deprives the student of the opportunity to put into practice what they have learnt in the 
theoretical space.  
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4.5.3.1    Decolonisation Report - 2017 
As part of the mandate of UJ to promote the decolonisation of the curriculum in teaching and 
learning, the following suggestions were made by the lecturers in charge of Gastronomy Theory 
and Practical to make the curriculum more accommodative for African students as UJ is an 
African University. The suggestions are as follows:  
Gastronomy 1: Theory  
• Understanding gastronomy;  
• The history and origins of gastronomy;  
• The great chef’s family tree; and  
• Gastronomy seminar series. 
Gastronomy 2: Theory  
Regarding gastronomy theory, the changes recommended for each of the themes covered in the module 
are:  
• Menu planning (the science of nutrition) needs to be contextualised to South African dietary 
debates; 
• Food-based dietary guidelines will need to focus mainly on the South African context; 
• Developing menu's (eating habits of world populations), what is currently being done is that in 
week 9-10 current global menu development trend is looked at and therefore there needs to be a 
contextualisation of South African menu development, which will include indigenous ingredients 
and cooking techniques; 
• Analysing South African menus; and 
• Cooking, cuisine, and cookbook resources/Internet. This theme will be broken up in the following 
manner: 
o Week 1: This is where the exploring of cookbooks will be used to add a historical discourse 
of the culinary field—the French culinary development;  
o Week 2: Look at case studies of aboriginal, indigenous cuisine development through the 
usage of cookery books—looking at the use of language and identifying how the author 
related to the authority of the claim they are making; and 
o Weeks 3 and 4: The use of South African documents to develop an understanding of the 
South African culinary knowledge development. 
• Meals and mealtimes: This will utilize British texts to trace the origin and history of European 
meals and mealtimes, these will assist in the establishment of a methodology for future research 
and writing to add to the South African context of meals – concerning the British example 
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• Restaurants and meals out: Analysing the development of French restaurants as commercial 
outlets for organised food production – as a template of understanding of organised food 
production in a South African context, the similarities, differences, and gaps. The development 
of South African restaurant and commercial food production. Gaps and research opportunities. 
• Menu planning (classic French cuisine): Identifying the basis of French cuisine as a basis of 
understanding indigenous cuisine. To create an understanding of what may be borrowed and what 
might be original to indigenous cuisine. To determine the relationship between the cuisines to 
establish patterns in emerging established indigenous cuisines with global recognition. 
Gastronomy 2: Practical  
The only suggestion was the need for more South African dishes and food from the African 
continent to be introduced in the practical component. 
Gastronomy 3: Theory  
• The relevance of gastronomy  
• The same events assignment will be used, however, the focus will change.  
The four main focus areas will be the suppliers, the chefs, the menu and the guests, as depicted 
in Table 4.8 below. 
Table 4.8: Focus areas of Gastronomy 
The Suppliers  The Chefs  The Menu The Guests  
Who they are  Supply  Health  Perceptions of indigenous foods, 
health and authenticity  




Use of indigenous 
ingredients  
Experience  
How they are 
producing the products  
Authenticity    
 
• The modern approach to gastronomy: In this section, the definition of gastronomy will be looked 
at in the South African context, which will assist in understanding and positioning African and 
indigenous cuisine as knowledge fields. 
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4.6 LECTURER PERCEPTIONS  
Culinary lecturers play a critical role in teaching and student learning. The curriculum is a 
medium of knowledge transfer from lecturers to students, who are then the knowledge 
consumers. Although students may not know exactly what a decolonised curriculum is they do 
see that there is an imbalance of knowledge in the current curriculum notes (Keane et al., 
2017:27). This has become evident after an analysis of the curriculum currently being taught to 
undergraduates from the first year until their third year. In this third part of the analysis, the 
lecturers’ perceptions of indigenous foods are analysed according to Guerrero et al.’s (2012) 
10 dimensions, after which their responses are compared to the curriculum to establish if the 
lecturers’ perceptions match the culinary curriculum.  
4.6.1 Cooking methods  
Cooking methods speak to the preparation of food and is the scientific part of food preparation. 
This is the transfer of heat to prepare the food, which can be either moist or dry cooking 
methods. In the culinary curriculum, cooking methods are covered in the first year of theory 
and practicals, as these form the foundation of food preparation. The cooking methods of food 
have proven to be an important part of teaching and learning when analysing the responses from 
the culinary lecturers. The lecturer responses acknowledged that it does not matter what item is 
being cooked, whether you are boiling eggs or boiling vegetables it is still the same cooking 
method. To express the importance of cooking methods, one of the lecturers had the following 
to say:  
“A cooking technique is a cooking technique, boiling is boiling, whether you are 
boiling pasta, or you are boiling water to make porridge, it is boiling.” 
Another lecturer claims: 
“If I gave them [students] chicken legs and I say braise these for me, it is the same 
method and cooking technique, it is a long slow cooking method in liquid to make 
it tender.” 
CHE (2017:3) points out that this can alienate students from their learning because the content 
is unrelatable to their real-world experiences. In looking at the lecturer responses, it is clear that 
there is an opportunity for the curriculum to be more inclusive of indigenous foods on the basis 
that the technique itself does not change but different ingredients can be used. In the current 
curriculum, the food that is prepared includes schnitzel, chicken ballotine, couscous and pita 
bread, to name a few.  
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Moreover, although the need is quite evident in the formal educational space, one cannot even 
begin to assume that the knowledge of food preparation is non-existent. One educator went on 
to say: 
“Food is completely biased, and people’s tastes are so different, and very influenced 
by what they are growing up with equipment and ingredients that we in South Africa 
use, that nowhere else in the world you could find it, for instance, the drie pot, that 
black pot.”   
Due to IK being mainly oral in its transmission, it becomes difficult to teach as there is no or 
very little record kept of it. Owusu-Ansah and Mji (2013:5) and Emeagwali (2003:10) 
acknowledge that IK has been looked down on due to it being undocumented. As a result, the 
lecturers struggle with lack of material to use for teaching at the various HEIs. One of the 
lecturer’s responses was:  
“A decolonised curriculum, culinary curriculum would be allowing our young 
people to be practise cooking indigenous foods using indigenous ingredients even 
if it is going to be a French plate.” 
This statement shows some understanding of indigenous foods by the lecturer, however, the 
understanding is not as deep and rooted in heritage and identity as it is for the students. For the 
lecturer it somehow still goes back to French cuisine and there is no focus on indigenous South 
African food. Shizha (2014:113) found that not providing a curriculum with indigenous content 
does not accommodate the cultural capital of the student and means that the school environment 
is not supportive for the student. Therefore, it is evident that the lecturers’ understanding of 
indigenous foods is limited, which could be as a result of the limited knowledge available. To 
make the curriculum more inclusive, one of the lecturers suggested that:  
“Introduce more in-depth research on the African Methods of preparing and serving 
food and beverage, and this addition would be necessary because they would be 
allowing South Africa to have its own culinary identity.” 
Although it seems that most lecturers do not understand indigenous foods there are some 
suggestions on how IK can be incorporated into the current culinary curriculum to promote the 
teaching and learning of the now-majority African students in HEIs. By including IK, it will 
benefit not only the students but also the lecturers. 
There needs to be an interrogation of the status quo (Luckett, 2016:418) to understand fully the 
lack of IK in the culinary curriculum. The ethnic composition of respondents in this study was 
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73% African students versus 18% white lecturers. However, regardless that the majority of the 
population was African, the content of the curriculum was still largely of a colonial framework. 
There is a power issue when the curriculum content is controlled by the elite (minority) who 
were taught under colonial education systems (Shizha, 2014:114) yet they are making decisions 
for African schools. This creates a mismatch for the students and as a result, many students do 
not complete their qualifications as they struggle with understanding the educational context 
that is extremely different to the one they know and in which they were raised. 
4.6.2 Health 
In this study, the researcher found that health was important for the lecturers and therefore there 
was a section in the current culinary curriculum that covered this aspect. Although the students’ 
perceptions of health differed from the lecturers, it cannot be ignored that this dimension was 
covered in the curriculum. The health component was covered from the first year up until the 
third year under nutrition. With each year, different aspects of health were covered in relation 
to food consumption. In the current culinary curriculum, the health aspect of food was covered 
as follows:  
a) First year: Proteins, carbohydrates, lipids, water, vitamins and minerals;  
b) Second year: Menu planning, food-based dietary guidelines, developing menus and 
 analyzing South African menus; and  
c) Third year: Adjustments to menus for health practice, psychological effects of food 
 and meals for immune compromised individuals. 
There is a general perception that indigenous foods are healthier than the non-indigenous foods 
that are currently being consumed. This notion is supported by Moyo et al. (2016:139) who 
noted that indigenous foods have been found to have many health benefits. Despite this finding, 
the culinary curriculum still does not contain indigenous foods to promote a healthy lifestyle. 
One lecturer stated the following about indigenous food:  
 “A much better understanding of the nutritional value of the cooking process or 
increasing nutritional value or maintaining the nutritional value and so forth.” 
This was supported by another lecturer, who added:  
“It’s also about ensuring that we are healthy.” 
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A concern that was raised by one of the educators was that indigenous foods are healthier than 
the foods imported from other countries, stating:  
“If we import fruit from Spain, they come here unrubbed, and they make many 
people sick.”  
This is supported by Ohtake (2014: para 4), who discovered that consumers generally stay away 
from genetically modified foods and prefer to eat indigenous food on the basis that it is the 
healthier option. 
However, no one is saying that all foreign food is junk food or that everyone wants to eat 
traditional tastes. In the modern age, South African palates have been introduced to the 
pleasures of chillies, spices, and herbs that were not part of the ancestral diet (Tshukudu & 
Trapido, 2017:12). 
 
Based on the above lecturer responses, it is clear that it is more about them teaching health and 
nutritional value to the students, with no relation to indigenous foods being a part of the food 
items to be used. In the first year, it is important for the student to understand vitamins and 
minerals and the role these play in the body. In the second year, there is importance in dietary 
guidelines and South African menus and in third year, menu planning for various illnesses. 
Moyo et al. (2016:139) found that the health benefits of indigenous food lead to a decrease in 
chronic degenerative diseases. 
Contrary to the belief that there is no indigenous or very little indigenous food in the current 
culinary curriculum, one lecturer explained: 
“We celebrate our culture, but also in the health of our nation.” 
Looking at the current curriculum there is very little on indigenous foods and in this instance, 
there are questions around the culture that is being mentioned by the lecturer—on whose culture 
is it based and is this culture a benefit of the current students receiving this knowledge? 
Although health is covered in different dimensions in relation to menu planning and specialised 
diets, it is not in line with students’ expectations. It does, however, teach them principles that 
are crucial in planning menus and learning how to prepare healthy food for a healthy lifestyle. 
A curriculum is an important tool in solving socioeconomic issues of a country and therefore 
needs to be in the context of South Arica to solve South African problems. Most students in 
HEIs come from impoverished backgrounds and generally plant their own food or have limited 
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access to certain foods as they may be too expensive. Hence, when they are being taught to 
prepare food real life foods should be included. These are foods to which they can relate such 
as Ting, mofokotso, bogobe ba ting, morogo, mogodu, mala, to mention a few. 
4.6.3 Heritage  
Because lecturers lack knowledge of indigenous food they are unable to teach it to students in 
the classroom setting. Tshukudu and Trapido (2017:14) believe that the food industry does not 
acknowledge indigenous foods and as a result there has not been enough effort in promoting 
indigenous foods and their nutritional value. Due to the food industry not promoting indigenous 
foods it limits the transmission of knowledge as well as access to the various foods. The 
lecturers express an opinion that: 
“I think one thing I really need to mention,[is if we the chefs} don’t promote the 
[use of ]indigenous food, it’s not[be promoted].”  
“I now briefly start with morogo and offal and the black pot, and I’m trying to think 
of other indigenous ingredients you know like the indigenous beef that you get in 
South Africa.” 
The responses from the lecturers highlight that their knowledge on the topic is limited. For them 
to teach indigenous foods and methods to the students they need to have sufficient knowledge 
and content to use. The lecturers acknowledge that they are not promoting IK in their practical 
spaces. Additionally, if a lecturer only knows one indigenous ingredient, how can they transfer 
knowledge to the students if they themselves do not know. Therefore, there needs to be a deeper 
understanding of the backgrounds of students as well as of indigenous foods and how they link 
to the cultures and heritage. However, the lecturers do understand that their students learn how 
to cook from home and this affects the way they prepare food. Some lecturers noted that: 
“...what people grew up eating but there is very little knowledge in South Africa of 
indigenous knowledge, we don’t understand how it’s supposed to be used, and 
when we think of indigenous foods we always think ugly dumb and boring.” 
“Indigenous food is very influenced by what they are growing up with.” 
“Indigenous food I think (means food) that is true to our heritage and a lot of 
cultures use it, and so I would say, not conforming to the things the European (s) 
think is the current standard we should change to South African standard.” 
The above quotes highlight that although the lecturers acknowledge that the heritage and 
cultural components are quite dominant in indigenous food, there is also a point in which they 
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agree that there is something wrong with the current curriculum being taught in HEIs. It is based 
on a standard that is European and not South African, yet it is dominant in the curriculum. 
Semenya (2018:13) states that South African culinary diversity is broad and has a variety of 
food as it has been shaped by colonialism, slavery, weather, ethnicity and migration, to name a 
few things. The students would have a better relationship and be able to engage the content that 
is being taught if it consisted of ingredients to which they can relate. Prior to colonisation, South 
Africa had a variety of fruits and nuts, bulb leaves and other natural ingredients (Semenya, 
2018:13) and the knowledge of these can still be honed and used in the current culinary 
curriculum. 
However, the lecturers are under the impression that heritage and traditional food is not a 
priority to the students; that there is no interest in the traditional foods they grew up eating as 
they are in the city now. As a result, the lecturers feel that there is no point in including 
indigenous foods in the current culinary curriculum as it will not add value for the student. This 
notion was reflected in one of the lecturer’s responses:  
“I think a lack of interest in the youth is a big thing, like in terms, offal some of my 
students will only eat offal at their grandmothers house they will not eat chicken 
feet, they will not cook chicken feet for themselves.”  
This perception then leads to a reduced effort from the lecturers in trying to grow their 
knowledge of  indigenous foods. 
4.6.4 Origin 
The origin of indigenous foods is important as the knowledge of the food item will be known 
by the elders as well as the communities from which the various food crops originate. A 
country’s cuisine is not just a reflection of its diversity; it highlights a cultural or national 
identity (Karim, 2006:4). For food items to be regarded as indigenous they need to be from a 
specific region or area. The lecturers agree with this and express that indigenous food is: 
“From your own area and then based on the resources available.” 
“I need to be knowledgeable about what is growing in South Africa’s seasonality 
stuff like that.” 
In knowing the seasonality of South African indigenous food crops, it will them make it easier 
for the lecturers to incorporate the ingredients into the curriculum. The knowledge of the 
various products and the way they are prepared can be collected from the areas and communities 
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from where the ingredients come. In the current curriculum there is no consideration to include 
indigenous foods. The foods that have been included are from countries such as Germany, Asia 
and France, to name a few. In the selection of foods to be prepared, indigenous South African 
foods were not considered and incorporated. 
4.7 CHAPTER SUMMARY  
This chapter presented findings on the perceptions of students and lecturers on the current 
culinary curriculum in a specific hotel school in Johannesburg, Gauteng. The results were 
presented in line with the study objectives, so the student perceptions were presented, followed 
by the curriculum analysis and then the lecturer perceptions. These were all coded using 
Guerrero’s 10 dimensions of indigenous/traditional foods. The responses of the students were 
linked to the current culinary curriculum to highlight similarities and differences.  
The following chapter concludes the study in relation to the study objectives, highlight the 
importance of this study and its contribution, as well as provides practical recommendations for 
further studies.  
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CHAPTER FIVE 
CONCLUSION AND RECOMMENDATIONS 
5.1 INTRODUCTION  
The previous chapter presented the findings and discussion of the study about the qualitative 
data collected from interviews with higher education culinary lecturers, the current culinary 
curriculum and online surveys collected from the students. The in-depth interviews were 
conducted with the higher education culinary lecturers who are involved in deciding what 
curriculum content needs to be included in the current culinary curriculum. The surveys were 
completed online by students currently studying towards a qualification with a culinary 
component. Based on the findings and the analysis of the study, this chapter draws conclusions 
in relation to the study objectives that were stated in Chapter One. Additionally, 
recommendations for further studies into indigenous culinary knowledge are suggested in this 
chapter. The limitations of the study and future research direction are discussed, with a 
summary of the study concluding the chapter.  
5.2 CONCLUSIONS BASED ON THE STUDY OBJECTIVES  
The conclusions in this chapter are drawn from the study objectives, which  were  to:   
a) Explore what the perceptions of lecturers and students are in terms of indigenous 
 culinary curriculum in current culinary curriculum;  
b) Explore how the current culinary curriculum promotes indigenous culinary 
 knowledge;  
c) Propose a conceptual framework to inform the inclusion of indigenous culinary 
knowledge in the culinary curriculum. 
5.2.1 Summary of respondents’ profiles  
The study focused primarily on students and lecturers in HEIs that offer a culinary module 
comprising a theory and a practical component. Participants were lecturers that teach a culinary 
module at an HEI and students studying towards a qualification that has a culinary major as a 
module. The findings were that 59% of the respondents were female, while 41% were male. 
The students were between the ages of 18-30 and the lecturers ranged from ages 30 years to 
older than 41. Respondents comprised 80% black (73% students and 7% lecturers), 18% white 
while the remaining 2% were coloured. 
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5.2.2 Conclusions on the first research question  
5.2.2.1 Student perceptions  
The first objective of the study was met. The objective was to explore the perceptions of 
lecturers and students in relation to the current indigenous culinary curriculum. The perception 
of the students was deeply rooted in their identity, which centred around their culture and 
heritage. Mqwebu (2017: para 7) highlights that her work is mainly around reclaiming food 
because there is a notion that people do not know what South African indigenous food is, which 
is not true. The definition of indigenous foods to them links back to a sense of belonging, family 
relations, celebrations and many more. Food was not simply food to them, it was memories and 
therefore there was an expectation that the current culinary curriculum would tap into their 
various cultures and explore other cultures within South Africa. Sithole (2018) expressed 
concern that when people refer to South African cuisine they usually speak only about 
Afrikaans or Cape Malay food. The students’ expectations of the curriculum were not being 
met, resulting in the #FeesMustFall protests that took place, aiming to decolonise the 
curriculum and ensure it becomes inclusive of indigenous food content. There are various 
implications as a result of a cultural shock when students are taught at HEIs. Ngcobo (2016:6) 
noted that there is an impact on the student’s academic achievement and there is better social 
integration when IK is included in the curriculum. 
5.2.2.2 Lecturer perceptions 
The lecturers seem not to have a real personal relationship with the curriculum that they teach. 
There is a limited understanding from their part on what comprises indigenous culinary 
knowledge and how indigenous culinary knowledge should be incorporated into the curriculum. 
Their focus is on the broader scope of outcomes that need to be achieved versus the inclusion 
of indigenous food products to achieve the same outcomes. The lecturers experience difficulties 
when it comes to teaching because of their limited understanding and limited resources for them 
to gain the knowledge required to cater to the indigenous student in their classes in the practical 
and theory environments. The prevalence of white lecturers will only perpetuate the colonial 
curriculum. Shizha (2014:123) highlights that as long as the curriculum is based on the powerful 
minority, it will keep reproducing their values and this could be what needs to change. 
5.2.3 Conclusions on the second research question  
The second objective was to analyse how the current culinary curriculum promoted indigenous 
culinary knowledge. After analysis of the current curriculum using the learner guide for the 
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theory and practical aspects of the culinary module, it became evident that there was minimal 
inclusion of indigenous culinary knowledge in the culinary curriculum, hence there was very 
little promotion. Deutsch (2014:1) observed that in most parts of the world, the formalised 
culinary curriculum is still arranged around the content and structure of Escoffier’s (1903) book 
Le Guide Culinaire. Using Escoffier’s book shows that the content of the current curriculum is 
mainly focused on the French ways of preparing food and their knowledge, which currently 
dominates the current curriculum in South Africa. Moyo et al. (2016:147) noted that in the 
Zimbabwean context, students were being taught three and four course meals rather than 
traditional Zimbabwean food and the same can be seen in the context of South Africa. This is 
due to a lack of knowledge and resources on the part of the lecturers as well as policies not 
being enforced and executed. Shizha (2014:114) remarks, in African schools, power and 
decision on curriculum are mainly controlled by the elite, who were schooled under colonial 
education systems. The relationship between power and curriculum is also a reason for this gap 
and needs to be investigated.  
Liu and Mattila (2015) reported a demand for indigenous foods, also referred to as authentic 
foods in their study. They found that restaurants resorted to having two menus, one that is purely 
authentic and the other that has been altered to cater for the American palate. Literature does 
not provide adequate guidance on the customers’ need for belonging and uniqueness when it 
comes to their satisfaction at authentic restaurants (Liu & Mattila, 2015:5). Despite lifestyle 
changes, Liu and Mattila found that ethnic restaurants are still interesting options for diners. 
5.2.4 Conclusions on the third research question  
The third objective of the study was to evaluate the role of indigenous culinary knowledge in 
the current culinary curriculum. Based on the findings, the researcher identified that the lack of 
IK in the current curriculum had severe implications for the students studying towards a 
Hospitality Management or Food and Beverage Operations qualification, in which culinary 
studies is a module. The study revealed that the lack of IK made it difficult for African students 
to learn as the context was completely different from what they were used to. CHE (2017:3) 
emphasizes the importance of local knowledge being developed so it will be able to address the 
needs of the students and development of South African challenges but at the same time, 
producing a student who is globally relevant from an African perspective. 
However, in the current curriculum, indigenous culinary knowledge is not considered. The 
recipes and dishes that are being taught have various origins but are not South African, so there 
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is a gap with no indigenous foods for the South African student. Examples can be found in 
Table 4.4, where dishes like hamburger patties, chicken schnitzel, hash browns and lemon 
pound cake are being taught. None of these are indigenous to South Africa, which then results 
in students being unable to relate to the content being taught to them. This supports the views 
of Battiste (2002:14) in saying the learning process becomes culturally irrelevant for the 
students, which results in a lack of student enthusiasm for learning. Most students start their 
studies with no prior exposure to the industry and will suffer cultural shock when being taught 
foods that are foreign to them. A simple example is spinach and morogo, which look similar 
and need to be chopped the same way and follow the same cooking method. Therefore, instead 
of using spinach in class, morogo can be used. Morogo is familiar to African students, which 
makes the process of teaching easier for the lecturers simply because it is something to which 
students can relate. The curriculum needs to be amended to include indigenous recipes and 
cooking methods and healthy recipes relevant to various diets and for menu planning purposes. 
Magara (2015:27) developed a conceptual framework for integrating IK management into 
university curricula. The management of IK in universities is important as there will be a 
context that the students are being taught. The model consists of IK systems, IK management 
curriculum needs that will then inform the integration of IK into the university curriculum, 
which will result in an inclusive curriculum. The curriculum framework will be used while 
incorporating the dimensions of Guerrero et al.’s (2010) 10 dimensions of traditional foods.  
 
Each of the components of the framework is discussed below in the context of the current study 
in relation to the culinary curriculum.  
A) IK systems including IK and IK management  
When referring to IK in the context of the culinary curriculum there needs to be an 
acknowledgement of the various cultures in South Africa and in classrooms, there will be 
different contexts for the students. Mqwebu (2017: para 11) highlights that there needs to be a 
change in the way the South African dining scene is portrayed that will accurately reflect the 
demographics and a start would be training chefs on indigenous foods and crops. The students’ 
responses in relation to their understanding of IK and culinary curriculum showed that  they 
value their culture and the values that they have been taught at home. Student responses 
indicated that they were taught how to cook by their mothers or grandmothers, or at the least 
their first exposure to cooking was from them. They have a certain way of doing things different 
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food cultures, which are intertwined with their identity. An example of this was special 
occasions (Mnguni, 2006:46). There are specific foods associated with specific events and 
ceremonies. The students made examples of the slaughtering of a cow for the ancestors and the 
preparation of wild spinach for weddings. Because certain foods are held in high esteem, the 
curriculum needs to be accommodating of this as well as understanding the cultural practices 
associated with certain ingredients and their significance.  
B) IK management curriculum needs 
Explore the needs of the university and what is required to be taught in the curriculum, as well 
as how the knowledge will be gathered and used in the curriculum being taught. Magara 
(2015:31) notes that there are factors that need to be taken into consideration from the university 
in relation to the curriculum. Refer to Figure 2.1 in chapter 2.The factors are further explained  
as follows:  
 i)  IK identification, accessing and collection  
Identification involves capturing IK in different forms such as audio, visual or 
photographs. The purpose of this is to assist in the promotion of indigenous culinary 
awareness amongst professionals. In the current culinary curriculum, excursions can be 
introduced, where students visit farms that currently farm indigenous fruits and 
vegetables. In this manner, it exposes them to a different way of learning as well an 
opportunity to gather IK in different forms. Cookbooks written by everyday South 
Africans can be used as a source of recipes that focus on indigenous culinary knowledge, 
with a highlight on indigenous food crops. Accessibility relates to the availability of 
knowledge sources. These knowledge sources vary from archives and museums to 
cultural institutions, as well as acknowledging the elderly and the community as sources 
of knowledge. Visiting cultural institutions can be very helpful in providing students and 
lecturers with a different perception of the cultures in South Africa and the foods that they 
currently consume,  of which the museums will be able to build on the history of the 
cultures and their food habits. We cannot, however, overlook that the archives and 
museums will not fully represent IK because it has not always been documented. The lack 
of documented evidence does not mean that it never existed, hence the elderly are a crucial 
part of accessing IK as they have experienced it and will have a lot to offer. The elderly, 
as well as communities, will assist in the collection of data. These are the people that were 
exposed to indigenous foods and will, therefore, be able to provide a lot of insight on 
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things that have not been documented over the years. Conversations and interaction with 
these people will provide new opportunities to document the information, which can be 
used in future research to fill the gaps in the current literature.  
The process of identifying, accessing and the collecting indigenous culinary knowledge 
rests mainly on the shoulders of the culinary lecturers. They are responsible for the 
selection of curriculum content. They therefore need to identify the content they want to 
add to the curriculum, check accessibility of the various sources of data and find ways in 
which data can be collected in this field. In Guerrero et al.’s (2010) 10 dimensions of 
traditional/indigenous food, the students valued heritage, sensory properties, special 
occasions, habits and the specific way in which foods were prepared. During the selection 
process, it is of utmost importance that these factors are considered because the student 
is a crucial stakeholder in the curriculum. They are the consumers of education and the 
curriculum needs to be relevant and valuable to them as they are the client. When selecting 
ingredients to be used in the practical space there needs to be an understanding of the 
cultural significance of the ingredients, how they are prepared in different situations, their 
value and meaning to the student. 
ii)  Documentation, organising and processing, retrieval skills and disseminating  
Documentation: The documentation of indigenous foods and recipes included in the 
culinary curriculum need to be collected as data. This data will not only serve a purpose 
when it comes to analysing the performance of students, but it will be used as a form of 
knowledge. The knowledge can be preserved in books, manuscripts, video records and 
electronic format to ensure that it does not get lost in translation. The knowledge could 
be useful to health workers in identifying and managing a problem.  
Organizing and processing: The manner in which the indigenous culinary knowledge is 
incorporated in the curriculum needs to be in such a way that it flows. The way in which 
the information is organised can make it easier or harder for students to grasp concepts 
although they are inclusive of IK, as well as make a compromise if the knowledge is 
difficult for them to grasp. As a result, this can cause them to struggle in processing the 
information. Therefore, the way the information is organised and presented will affect the 
understanding and the way the concepts are processed by the students  
Retrieval skills: Students need to be able to retrieve knowledge as well as have access to 
resources that will assist them in obtaining indigenous culinary knowledge. There need 
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to be levels and methods of retrieval, the usage of indexes and electronic ways of gaining 
access to the knowledge.  
Disseminating: The dissemination of indigenous culinary knowledge is important as the 
more knowledge individuals have the better equipped they are to sustain themselves by 
using indigenous food crops. In the process, the students will be able to teach other people 
in a home setting and empower them. Libraries, archives and museums require much 
attention when it comes to being used as a platform to showcase indigenous culinary 
knowledge. Some of the knowledge areas required include how to disseminate IK, 
methods of dissemination, policy and legislation on paper and electronic dissemination 
of IK be applied. 
Utilisation: Utilisation focuses on how IK will be used in the current culinary curriculum. 
The selection of what will be included has already been decided by the time we reach this 
stage of curriculum design. The next step is taking the collected and documented 
indigenous culinary knowledge and including it into the curriculum. The lecturers made 
it clear in their interviews that a skill is a skill and on this basis, when it comes to the 
theory and practical of the culinary the most important thing to them is that students 
understand the skill and are able to learn the skill. This means that the students can use 
those skills on different ingredients, whether they are indigenous or not. The major point 
that emerged from the lecturers and the curriculum itself was the importance of health, 
menu planning, the use of cookbooks and modern sources of data collection. In this 
regard, the manner in which the ingredients will be structured and used will be in line 
with its health benefits and versatility of it. The cookbooks used will be ones that 
incorporate indigenous foods and recipes that are easier to relate to as an African student. 
There have been many cookbooks and conversation around indigenous culinary 
knowledge. 
C) IK management integration into a university curriculum  
Once the IK has been collected and organised in the culinary curriculum it can be integrated by 
using different strategies. These can be reinforcement, modification, building capacity or by 
mainstreaming. Each of these strategies is discussed below.  
Reinforcing: The process of reinforcing can be done by introducing IK research and 
having speakers or presentations by individuals with indigenous culinary knowledge. 
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This will provide linkages with information that has been transferred from the various 
generations as well as highlight some of the challenges currently being experienced.  
Modification: There is a suggestion for a new course unit to be introduced, however, in 
the culinary space, this can become rather difficult. Within the current curriculum, there 
can be a modification in food choices, recipes and use of text books and that are 
referenced when teaching. Using a material that is indigenous will highlight the values 
and traditions of the people. Shizha (2014:118) found that education systems in post-
colonial Africa had no way of indigenisation in the formal curriculum due to a lack of 
textbooks, policy documents and teachers’ resources. The responses from the lecturers 
supported this in highlighting the lack of books and resources to which to make reference. 
Additionally, the lecturers understood that the culinary curriculum needed to allow the 
young people too practise cooking various indigenous foods using indigenous 
ingredients. This is, however, a challenge as the knowledge of lecturers is limited on IK, 
so although there is an understanding of its importance in the culinary curriculum the lack 
of resources makes it difficult to incorporate it into the curriculum. 
Building capacity: One of the challenges currently experienced is that not enough 
lecturers are knowledgeable on IK, as well as indigenous food and culinary knowledge. 
IK needs to become an important part of the curriculum and needs to be driven, where 
lecturers can attend courses, short courses, conferences and learn how to train others to 
ensure that there is documentation and the transfer of knowledge in the workplace. 
Mainstreaming: The teaching methodology at the university needs to be standardised, 
especially the module itself and the way it is currently being taught. IK needs to be 
prioritised. 
Integration: Curriculum design needs to include elders and communities that have 
indigenous food knowledge. The lecturers need to be sensitized to issues around IK and 
finding ways to include it in the curriculum. 
Output: The inclusion of IK in the culinary curriculum will result in an improved and/new 
curriculum, an appreciation of indigenous culinary knowledge, an informed society of 




The findings show that there are areas in the curriculum that could still be improved to ensure 
that it is inclusive for all students. After looking at the findings, the following recommendations 
are made:  
• In the practical component, when students are being taught how to cook, the cooking methods are 
scientific and a skill. Therefore, the skills can be taught using indigenous South African 
ingredients and recipes. 
• Due to limited academic resources on indigenous foods, South African cookbooks covering 
indigenous cuisine can be utilised in conjunction with the French textbooks so that the context is 
relevant to the South African context for better understanding. 
• Lecturers need to be provided with the relevant resources and training for them to be able to access 
knowledge on indigenous foods and understand it, so that they can teach it to the students 
5.4 LIMITATIONS OF THE STUDY 
The study adopted a qualitative research approach and collected data from students and culinary 
lecturers who are stakeholders in the culinary curriculum. The study did, however, have some 
limitations. The study was limited to only one HEI in Johannesburg, Gauteng Province, 
therefore it could not be generalised to other provinces of South Africa as the results might be 
different. This study therefore is a foundation for further research on indigenous culinary 
knowledge in the curricula in South African HEIs. 
5.5 CONCLUDING REMARKS  
This study explored the perceptions of indigenous culinary knowledge in South African HEIs. 
The study revealed possible issues to address the lack of IK in the current culinary curriculum, 
to make the culinary curriculum accommodative for students. The framework of Magara 
(2015:27) was proposed for use by universities and lecturers in curriculum design going 
forward, which would ensure that the culinary curriculum is inclusive.  
We are currently at a point in time where students are demanding to be heard and want a 
decolonised curriculum to which they can relate as per the #FeesMustFall demands in 2015. 
The study has contributed to the limited literature available on indigenous culinary knowledge 
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APPENDIX A: REQUEST TO CONDUCT INTERVIEW  
 
Good Day  
My name is Ledile Mohlakoane . I am a Masters student in the School of Tourism and 
Hospitality at the University of Johannesburg. 
I am contacting you to invite you to be a possible participant in a research project 
that I am conducting. I am committed to developing a greater understanding in how IK can be 
used as part of our current culinary curriculum. 
The title of the study is—Stakeholder perceptions of Indigenous Culinary Knowledge in South 
Africa’s HEIs  
The purpose of this study is to look into the current culinary curriculum its development and 
ways in which IK can be incorporated in the culinary curriculum. 
Those who volunteer for the study will participate in a 30 -minute interview conversation. After 
you indicate your interest in participating, a one-on-one interview will be scheduled and held 
to discuss the study. These conversations will be recorded to assure that your words, voice, and 
lived experience is accurately represented. 
Thank you in advance for your consideration. I hope you will join the study. Please e-mail me 













Research project title: Stakeholder perceptions of Indigenous Culinary Knowledge in South 
Africa’s Higher Education Institutions  
Research investigator: Ledile Mohlakoane  
Research Participants name:  
The interview will take 30 minutes. We do not anticipate that there are any risks associated with 
your participation, but you have the right to stop the interview or withdraw from the research 
at any time 
Thank you for agreeing to be interviewed as part of the above research project. Ethical 
procedures for academic research undertaken from UK institutions require that interviewees 
explicitly agree to being interviewed and how the information contained in their interview will 
be used. This consent form is necessary for us to ensure that you understand the purpose of your 
involvement and that you agree to the conditions of your participation. Would you therefore 
read the below information sheet and then sign this form to certify that you approve the 
following: 
• The interview will be recorded and a transcript will be produced  
• You will be sent the transcript and given the opportunity to correct any factual errors  
• The transcript of the interview will be analysed by (name of the researcher) as research 
investigator 
116 
 • Access to the interview transcript will be limited to (name of the researcher) and academic 
colleagues and researchers with whom he might collaborate as part of the research process  
• any summary interview content, or direct quotations from the interview, that are made 
available through academic publication or other academic outlets will be anonymized so that 
you cannot be identified, and care will be taken to ensure that other information in the interview 
that could identify yourself is not revealed  
• The recording will be kept by the researcher  
 
By signing this form I agree that:  
1. I am voluntarily taking part in this project. I understand that I do not have to take part, and I 
can stop the interview at any time;  
2. The transcribed interview or extracts from it may be used as described above;  
3. I do not expect to receive any benefit or payment for my participation; 
 4. I can request a copy of the transcript of my interview and may make edits I feel necessary 
to ensure the effectiveness of any agreement made about confidentiality; 
 5. I have been able to ask any questions I might have, and I understand that I am free to contact 







 _____________________________________ ____________________  
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Participants Signature and Date  
 
_____________________________________ ____________________  
Researchers Signature Date 
  
Contact Information  
If you have any further questions or concerns about this study, please contact:  
Name of researcher: Ledile Mohlakaone  
Tel: 011 559 1141/1142 
 E-mail: mohlakoanel@gmail.com  
 
You can also contact Ledile’s supervisor: 
 Name of Supervisor : Mrs Daryl Hewson  
 Full Address : School of Tourism and Hospitality, 57 Bunting Road,Cottlesloe  
Tel :011 559 1046 
 E-mail: darylh@uj.ac.za 
118 
APPENDIX C: INTERVIEW QUESTIONS  
 
Indigenous Culinary Knowledge 
What is your culinary education background?  
• What does IK mean to you?  
• Define indigenous culinary knowledge?  
Curriculum  
What would you say a “decolonised culinary curriculum” is ? 
• What is the importance of indigenous culinary knowledge in the curriculum? 
• What goes into deciding what content to put in your curriculum? 
• What are the ways in which IK can be incorporated into the current curriculum? 
• Would you say your current curriculum promotes IK learning in a culinary context?  
• How would you evaluate traditional/IK and its role in curriculum?  
• What is curriculum reconstruction?  
• Can curriculum reconstruction be used to include IK in the current curriculum?  
• What aspects of IK need to be incorporated in the integration process? 
Education  
Explain the positive and negative experiences of education. 
• What suggestions do you have to change culinary education?  










To Whom It May Concern 
 
My name is Ledile Mohlakoane and I am currently a Master’s student at the University of 
Johannesburg. I am conducting research on stakeholder’s perception of indigenous culinary 
curriculum in higher education institutions and have selected the students at the School of 
Tourism and Hospitality to take part in the study.  
I would like to conduct an online study on the Blackboard Learn platform. To be able to conduct 
the data collection I would need access to the Blackboard Learn System as an administrator, so 
I am able to upload the surveys for the students to complete. Could I kindly be provided access 
to blackboard learn from the 01 March 2018 to 31 December 2018.I will use the platform solely 
for the collection of data and all the student responses will be kept anonymous.  
 
Requestor Information  
☒ New Request     ☐ Change Request      
  




User’s Supervisor: By signing this form, I approve the access request change and certify that 
this user requires access to be added or changed (as indicated in this form) to perform his/her 
job duties.   
 
Electronic Signature: *                                                                                     Date: Click here to 
enter text. 
                                                              First and Last Name 






073 5400 558 Mohlakoanel@gmail.com 
Primary phone number  Email address 
 
121 




Research project title: Stakeholder perceptions of Indigenous Culinary Knowledge in South 
Africa’s Higher Education Institutions  
 
Research investigator: Ms Ledile Mohlakoane  
 
The survey will take you a maximum of 30 minutes to complete. We do not anticipate that there 
are any risks associated with your participation, but you have the right to stop the interview or 
withdraw from the research at any time 
 
Thank you for agreeing to be interviewed as part of the above research project. Ethical 
procedures for academic research undertaken from university of Johannesburg require that 
interviewees explicitly agree to participate in the study and how the information contained in 
their survey will be used. This consent form is necessary for us to ensure that you understand 
the purpose of your involvement and that you agree to the conditions of your participation. 
Would you therefore read the below information sheet and then sign this form to certify that 
you approve the following: 
 
• The survey responses will be analysed by the research investigator 
 • Access to the completed survey will be limited to the researcher and academic colleagues and 
researchers with whom he might collaborate as part of the research process  
• any summary content, or direct quotations from the online survey, that are made available 
through academic publication or other academic outlets will be anonymized so that you cannot 
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be identified, and care will be taken to ensure that other information in the interview that could 
identify yourself is not revealed  
• The surveys and any copies of them will be kept by the researcher  
By signing this form I agree that;  
1. I am voluntarily taking part in this project. I understand that I do not have to take part, and I 
can stop the interview at any time;  
2. My survey or extracts from it may be used as described above;  
3. I do not expect to receive any benefit or payment for my participation; 
 4. I can request a copy of the transcript of my survey and may make edits I feel necessary to 
ensure the effectiveness of any agreement made about confidentiality 
 
 5. I have been able to ask any questions I might have, and I understand that I am free to contact 





 _____________________________________ ____________________  
Participant’s Signature and Date  
 
_____________________________________ ____________________  
Researcher’s Signature and Date 
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Contact Information  
 
If you have any further questions or concerns about this study, please contact:  
Name of researcher: Ledile Mohlakoane   
Tel: 011 559 1141/1142 
 E-mail: mohlakoanel@gmail.com  
 
You can also contact Ledile’s supervisor: 
 Name of Supervisor : Mrs Daryl Hewson  
 Full Address : School of Tourism and Hospitality, 57 Bunting Road,Cottlesloe  
Tel :011 559 1046 
 E-mail: darylh@uj.ac.za 
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APPENDIX F: STUDENT ONLINE SURVEY  
Indigenous Culinary Knowledge  
• How important is indigenous knowledge to you? And why? 
• What is your definition of indigenous culinary cuisine? 
• Does your community want to preserve its cultural food traditions, if so how do they go about 
preserving cultural food tradition?  
• Do you know what agriculture food traditions are still practices in your community? 
Culinary Education  
What is your culinary background?  
• Please tell me about your impressions before entering culinary school? 
• What do you believe is the strength of culinary education? and what would you say are the 
weaknesses? 
• How would you describe modernization?  
• What areas of culinary education need modernization? 
Curriculum  
What is your understanding of the term “decolonised curriculum”?  
• Who decides the food you eat in your home? How are these decisions made? 
• If you could make changes to the current curriculum, what would those changes be? 
• Can our current food habits be attributed to colonization and how?  
• How should indigenous culinary content be chosen for the curriculum?  
• Should students have a say in content selection for culinary curriculum?  
• What is the importance of students when it comes to indigenous culinary curriculum and their 
learning?  
• How do you think the current culinary curriculum well equips you for the work environment? 
Give an example as to how or how not to.  
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